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Problem
Burnout as described by Maslach and Leiter (2007) is a syndrome involving
psychological processes that result from Emotional Exhaustion, Depersonalization and
diminished Personal Accomplishment in the workplace. It is represented as a stressful
experience that is rooted in a person’s own interpretation of social relationships and
needs. The aim of this study was to investigate teacher burnout and its interactions with
individual factors (Gender, Years of Experience, Emotional Intelligence, Nationality),
organizational factors (School Type, School Culture), and transactional factors
(Technology Use, Teacher Self-Efficacy) for teachers in Trinidad and Tobago and the
state of Michigan in the United States. The literature highlighted the fact that individual,
organizational and transactional factors all affect each other in the process of burnout.

This was most prevalent with School Type and Teaching Experience where School
Culture seems to serve a mediating role with burnout.

Methods
A cross-sectional design was used for this study. Voluntary participation was
requested from elementary and high school teachers from Trinidad and Tobago and
Michigan, USA via multiple online platforms. To explore the depth of this research the
Maslach Burnout Inventory-Educators Survey (MBI-ES), Trait Emotional Intelligence
Questionnaire Short Form (TEIQue-SF), School Culture Scale (SCS) and Teacher’s
Sense of Efficacy Scale-Short form (TSES-SF) were used to collect data. Research
Questions were evaluated using MANOVA, ANOVA, regression analysis, and Pearson’s
correlation.

Results
The findings indicated that when each variable is independently assessed with
teacher burnout significant differences exist in teacher burnout between Teaching
Experience, Nationality, School Type, School Culture, Technology Use, Emotional
Intelligence and Teacher Self-Efficacy. However, no differences between Gender were
found for teacher burnout. In addition, it was found that organizational factors when
compared with individual and transactional factors had the greatest effect on teacher
burnout. Within the organizational factors, School Culture had the greatest impact on
teacher burnout.

Conclusion
Schools with school cultures that had more bureaucratic policies within their
administration and offered little to no support to their teachers were found to have
teachers with significantly higher teacher burnout. When teachers felt supported, they
appeared to do better at their jobs. Also, teachers from public/government schools had
significantly higher Emotional Exhaustion than their private SDA school teacher
counterparts. This may have resulted as teachers in private schools usually have greater
leverage on what they teach and how it delivered. It is therefore clear that teacher burnout
is affected most significantly by the environments that the teachers are placed in, rather
than intrinsic factors that teachers possess. This research could be further developed by
using a sequential design in order to identify specific patterns that may precede the onset
of teacher burnout.
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CHAPTER 1

INTRODUCTION

Introduction and Background of the Study
The purpose of this study was to investigate Teacher Burnout and its interactions
with individual factors (gender, teacher’s years of experience, emotional intelligence,
nationality), organizational factors (School Type, School Culture), and transactional
factors (use of technology, Teacher Self-Efficacy) for teachers in Trinidad and Tobago
and the state of Michigan in the United States.
Burnout as a construct originated with Herbert Freudenberger in the 1970s
(Freudenberger, 1975). He defined professional burnout as a phenomenon where an
individual who because of excessive demand on energy, strength and resources either
fails, wears out or becomes exhausted at a task or job. Freudenberger noted that this
failure led individuals to become ‘inoperative for all intents and purposes’
(Freudenberger, 1975, p. 73). Freudenberger’s study of the concept of burnout has had a
significant impact on the specific outcomes related to teacher attrition which usually
occurs as a result of burnout (Blazer, 2010).
The concept of burnout has been described by Maslach and Leiter (2007) as a
syndrome involving psychological processes that result from Emotional Exhaustion,
Depersonalization and diminished Personal Accomplishment in the workplace. It is
1

represented as a stressful experience that is rooted in a person’s own interpretation of
social relationships and needs. It also involves one’s perception of themselves and other
individuals with whom they work.
Wright and Cropanzano (1998), Maslach and Leiter (2007) and Wullur and
Werang (2020) reported that Emotional Exhaustion is a long-lasting state of physical and
emotional drainage as a result of elevated job expectations, personal demands and stress.
It has been known to be associated with many somatic issues, which could include
gastro-intestinal problems, headaches and sleep disorders.
Another outcome of burnout is Depersonalization. Depersonalization as defined
by Mealer et al. (2016) is considered to be an attitude of indifference toward one’s work.
They identified Depersonalization characteristics as negative or callous behaviors that are
seen as individuals interact with their colleagues. Pranjic and Bilić (2014) stated that
Depersonalization is expressed by exhibiting lack of empathy, declining emotional and
intellectual sensitivity, lowered self-esteem, negative attitudes, lack of energy and lack of
commitment.
Zhao and Ding (2019) have postulated that diminished Personal Accomplishment
as evidenced in burnout syndrome is in reality a reduced sense of personal benefits and
achievement. Personal Accomplishment burnout was viewed as a decrease in one’s belief
in their work ability, lack of satisfaction with oneself, along with decreased value in tasks
undertaken.
Teachers are one of the working class of individuals that succumb the most to
work-related stress and burnout. Colomeischi (2015) reported that while there seems to
be perceived social pressure to every professional category, teachers experience more and
2

more the need to cope with various increasing demands of uncertainty within society.
Colomeischi (2015) stressed “that for the teacher`s life there is a growing challenge at
personal, social and professional levels” (Colomeischi 2015, p. 1067). As a result,
teachers could experience higher levels of emotional stress, feelings of inadequacy,
decrease in enthusiasm, and lack of reward. These issues could then negatively impact
their professional performance and eventually affect the quality of education and output
within educational settings.
Bousquet (2012) suggested that Teacher Burnout is rooted in an interaction
between environmental and physiological factors, meaning that burnout is predicted by
the relationship between the human body and one’s environment. Bousquet (2012) shared
that the physical effects of burnout were very similar to those who have experienced
chronic stress over an extended period of time. In support, Blazer’s (2010) work claimed
that the physical effects of burnout are primarily characterized by physical exhaustion or
simply feeling rundown. Both authors professed that some additional physical effects of
burnout were hypertension, overeating, digestive disorders, tachycardia, insomnia,
chronically high cortisol levels, weight gain, fatigue and poor concentration.
According to Blazer (2010) oftentimes, the effects of burnout are also displayed
in a range of psychological and behavioral symptoms. Psychological effects are usually
expressed by feelings of frustration, anger or dissatisfaction and anxiety. Victims of
Teacher Burnout experience these negative emotions continuously. They feel weak,
depressed, aggrieved and meaningless. Subsequently, persons no longer find joy in their
jobs, and are likely to underperform at their place of work and face the recurring feeling
of dread each morning as they need to leave for work.
3

Along with these factors, Mahmoodi-Shahrebabak (2019), Ghanizadeh and
Jahedizadeh (2015) and Schwab et al. (1987) suggested that Teacher Burnout can also
result from factors that are interrelated. These include individual, organizational and
transactional factors.
When looking at specific individual factors that cause burnout, MahmoodiShahrebabak (2019), Ghanizadeh and Jahedizadeh (2015) and Schwab et al. (1987)
asserted that age, years of teaching experience, gender, educational qualification and
socio-economic status have shown to be significant. By way of organizational factors,
this data suggested that deteriorating School Culture, conflict between teachers’ roles,
uncompetitive wages, unmanageable classroom size, poor student behavior, lack of
administrative support, excessive paperwork, frequency of testing and lack of clarity for
the various roles that teachers are required to perform, are all considered contributing
organizational factors that cause teachers to burnout (Mahmoodi-Shahrebabak, 2019 &
Ghanizadeh & Jahedizadeh, 2015).
Transactional factors, according to Mahmoodi-Shahrebabak (2019) and
Ghanizadeh and Jahedizadeh (2015), are considered to be factors that overlap between
individual and organizational factors. The authors postulated that transactional factors
consisted of teacher’s Teacher Self-Efficacy, belief and attitudes. Seifalian and
Derakhshan (2018) stated that Teacher Self-Efficacy comes from mastery and vicarious
experiences; social and verbal persuasion; and arousal or psychological and emotional
states. Within the school setting, when a teacher lacks the belief in their ability to perform
their work-related tasks, this can result in increased levels of stress. If this stress is
continuous and no mitigating steps are taken to minimize it burnout may occur (Öztürk et
4

al., 2021; McLean et al., 2019). Shakeel et al. (2021) shared those increased levels of
teacher efficacy lowers the chance of Teacher Burnout.
Additionally, Mahmoodi-Shahrebabak (2019) noted that digitalization of
education, which is important for administration, is a new and very significant
transactional factor that has caused significant strain on teachers. While the use of
technology in education has many benefits, it has come at great cost to a great number of
teachers. Technology in the classroom has given parents an open door to teachers through
emails, which has added a new task for teachers, since a timely response is expected.
Moreover, the expectations that teachers should be versed in the use of technology, while
being offered little or substandard training, poses great difficulty for the teaching
fraternity.
For the purpose of this research individual factors to be examined in relation to
Teacher Burnout were gender, years of teaching experience, emotional intelligence (EI)
and geographical location. School Type and School Culture were chosen as measurable
variables for organizational factors that affect Teacher Burnout. Lastly, the transactional
factors selected that affect Teacher Burnout were technology use and Teacher SelfEfficacy.
The first individual factor to be discussed is gender. According to Purvanova and
Muros (2010) and Jamshidirad et al. (2012) the results indicating differences between
genders in relation to burnout are variable. When the effects of gender and age on
burnout were examined by Antoniou et al. (2006), it was noted that female teachers had
higher occupational stress levels than male teachers. It was also found that younger
teachers had generally higher burnout levels. Additionally, Wofford et al. (1999) studied
5

the links between the stress propensity construct and subjective stress with gender. They
found that women tended to have relationships that were less stressful with lower levels
of burnout than men.
Teachers’ years of experience is another individual factor that impacts Teacher
Burnout. When observing the interaction between burnout and teachers’ years of
experience, Blazer (2010) reported that factors such as personality traits and
demographics impact teachers’ reactions to their working environment. He posited that
together, these factors are responsible for teachers’ perceptions of, and responses to their
working environment. Additionally, these individual factors also determine whether the
variables become the core of effective coping mechanisms, or a source of burnout.
Goddard and Goddard (2006) concluded that teachers with less experience had
higher mean scores in Emotional Exhaustion, suggesting more burnout than average
(t(111) = 2.84, p < .01). On the other hand, young educators were found to have
remarkably lower burnout than older educators for Depersonalization (t(111) = 9.70, p <
.001) and diminished Personal Accomplishment (t(111)= 8.21, p < .001).
Depersonalization is defined by Mealer et al. (2016) as an attitude of indifference toward
one’s work. It was found that the relatively high levels of Personal Accomplishment were
compatible with high incidences of enthusiasm and job satisfaction, even though it was
noted that mean Depersonalization levels for teachers in countries such as Australia are
often less than the American norms (Pierce & Molloy, 1996).
Literature suggests that across the world a significant connection is seen between
emotional intelligence (EI) and Teacher Burnout. EI is the third individual factor to be
observed in this research. Vaezi and Fallah (2011) and Pishghadam and Sahebjam (2012)
6

studied teachers in Iran. Vaezi and Fallah (2011) indicated that their results showed a
significant negative relationship between EI and Teacher Burnout (R2 = 0.41 (β = -.64, t
= -8.55, p < .01, F (1,103) = 73.13), indicating that 41% of the variance in burnout is
explained by the independent variable, EI. Pishghadam and Sahebjam (2012) found low
scores in Emotional Exhaustion, Depersonalization, and high scores in Personal
Accomplishment were associated with total EI.
Denton et al. (2013) discusses the impact of the fourth individual factor,
geographical location, with burnout. Denton et al. (2013) have suggested that burnout
seems to be a universal phenomenon that has mixed effects in different societies. They
highlighted that some of the differences in burnout data across cultures may be due to the
fact that the concept of burnout is not defined or considered the same way across all
cultures. Denton et al. (2013) asserted these differences in burnout may be related to the
involvement of political and bureaucratic coercion such as personal agenda and financial
gain, as well as personal and professional commitment to community through education.
Denton et al. (2013) studied samples from various geographical locations and
found that North American respondents had higher burnout scores than their European
counterparts. However, Japan and Taiwan reported the highest occurrence of overall
burnout. Denton et al. (2013) revealed that New York City (NYC) teachers’ burnout was
significantly affected by their emotions, and it was reported to be highest while preparing
for the workday on mornings or at the end of the day. Jamaican respondents had lower
burnout scores than the NYC respondents which could be attributed to political and
administrative factors that are not as dominant as those of the US. As such, Jamaican
educators are able to direct more of their attention to actual teaching and less on
7

administrative or political factors. In addition, the presence of Personal Accomplishments
(success in teaching, personal academic success etc.) among Jamaican teachers was
found to be crucial. Data analysis indicated that increased burnout for Jamaican teachers
correlated with higher personal achievement, when compared to those in NYC. It is
therefore presumed that the absence of personal achievement has a greater impact on
Teacher Burnout in Jamaica (Denton et al., 2013).
School Type is considered to be one of the organizational factors mentioned by
Mahmoodi-Shahrebabak (2019) and Ghanizadeh and Jahedizadeh (2015) that affect
Teacher Burnout. Ferreira and Martinez (2012) studied School Type between public and
private school teachers in Portugal. Two hundred and eighty-one teachers formed the
sample and the results from this study, through the use of an independent samples t-test,
indicated that public school teachers were significantly more burnt out than their private
school counterparts in Emotional Exhaustion (t (279) = 7.30, p <0.01); and
Depersonalization (t (279) = 3.36, p <0.01). For Personal Accomplishment the reverse
was seen where private school teachers experienced significantly greater burnout than
public school teachers (t (279) = 2.90, p<0.01).
When considering another organizational factor, School Culture, Öztürk et al.
(2021) found that Emotional Exhaustion and Depersonalization was significantly related
to support (EE: r=-0.19, DP: r=-0.16) and success (EE: r=-0.20, DP: r=-0.20) culture.
Teachers in schools with better support systems and more successes showed lower levels
of Emotional Exhaustion and Depersonalization. However, teachers from schools with a
stronger bureaucratic culture had significantly higher burnout levels (0.16).
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In relation to transactional factors, which represents a combination of individual
and organizational factors, technology use and Teacher Self-Efficacy were considered.
The results interestingly showed that when teachers were very satisfied and comfortable
working with technology their burnout scores were low. Hence, teachers who had a
difficult time working with technology demonstrated elevated burnout levels. The study
also revealed that younger teachers (<35 years) showed higher levels of satisfaction with
the use of technology, but they also showed higher burnout levels than older teachers
(>35 years; Steele, 2019). This finding may be explained by the fact that these younger
teachers are also earlier in their careers and may actually be experiencing higher levels of
Emotional Exhaustion burnout as posited by Landeche (2009).
Öztürk et al. (2021) reported that Emotional Exhaustion had significant, negative
correlations with all areas of Teacher Self-Efficacy (student engagement r = -0.17;
instructional strategies r = -0.14; classroom management r = -0.16). For
Depersonalization significant negative correlations were found between instructional
strategies (r = -0.14) and classroom management (r = -0.15). Though the relationships
reported were significant the strength of the correlations demonstrated the relationships
were very weak, with meager effects. The path analysis revealed that only student
engagement had a significant association with Emotional Exhaustion (β= -0.23). McLean
et al., (2019) found that Teacher Self-Efficacy and Depersonalization burnout
significantly affected teacher’s emotional behavior.
Though studies have been conducted in many parts of the world, data on teachers’
EI and burnout are limited in the global south which includes the Caribbean region.
Furthermore, a dearth of research exists that compares teachers’ EI and burnout for
9

teachers of countries in the global north and south. A summary of existing studies
suggests that according to Mahmoodi-Shahrebabak (2019), Ghanizadeh and Jahedizadeh
(2015) and Schwab et al. (1987) Teacher Burnout can result from individual,
transactional and organizational factors. An individual factor such as gender, when
explored by Antoniou et al. (2006), showed that female teachers had higher occupational
stress levels than male teachers. Vaezi and Fallah (2011) reported that there is a
significant negative relationship between EI and Teacher Burnout. However, Denton et
al. (2013) posited that differences in burnout data across cultures may be due to the fact
that the concept of burnout is not defined or considered the same way across all cultures.
This was demonstrated as Jamaican respondents had lower burnout scores than the NYC
respondents which could be attributed to political and administrative factors that are not
as dominant as those of the US.
As such, this topic has high relevance since it attempts to not only investigate the
interaction between individual factors, organizational factors, and transactional factors
with burnout in the United States but also sought to compare those results with that of
teachers in Trinidad and Tobago. This presents a unique opportunity to explore not only
the differences in burnout levels (as measured by the Maslach Burnout Inventory with
levels of Low: <55; Moderate: 56-81 and High: >82) but also the difference culture may
have on these factors.
Statement of the Problem
Teacher Burnout has been a significant problem within education systems
worldwide. The teaching profession, while it has been respected for what it contributes to
society, has experienced diminished appreciation for the demand the job requires. As a
10

result, Garcia and Weiss (2019) compared attrition rates among teachers, pharmacists,
engineers, nurses and lawyers within the United States and found that after 5 years
teachers had the highest attrition rate of 30%. By extension, Garcia and Weiss (2019)
reported that during the 2015-2016 school year decreases in graduates for education
degrees and teacher preparation programs were approximately 15% and 27%
respectively. So, not only are teachers leaving their jobs, but individuals are also no
longer interested in entering the field.
Teacher attrition has been a recurring issue within the United States of America
for more than a decade. The Learning Policy Institute (LPI) reports that the total teacher
attrition rates in the United States are high, totaling approximately eight percent. It should
be carefully considered that within the United States of America the actual percentages
for attrition as a result of Teacher Burnout remains significantly higher in many states
and districts where new teachers receive little support at the start of their teaching career
(American University School of Education, 2019). According to Rumschlag (2017) a
2014 report from the Ohio State Department of Education (ODE) highlights that
approximately between seven and eight percent of teachers leaving the teaching field
yearly, do so as a result of job dissatisfaction. Specific school districts such as
Reynoldsburg in Ohio experienced an estimated 19% teacher attrition in the year 20142015, which was nearly one in five teachers and 11% higher than the national average
(Rumschlag, 2017).
Emotional Exhaustion according to Wullur and Werang (2020), is the leading
representation of burnout and Ghanizadeh and Jahedizadeh (2015) posited lack of shared
decision making, high workloads, pedagogical constraints, judgement from peers about
11

performance, pressures of the job, personality types, emotional intelligence, self-esteem,
student disrespect are all factors that cause Emotional Exhaustion in teachers. They noted
that student misbehavior was the greatest factor that contributed to Emotional Exhaustion
burnout.
Factors causing Depersonalization as reported by Ghanizadeh and Jahedizadeh
(2015) had some overlap with Emotional Exhaustion. These factors were, lack of shared
decision making, Teacher Self-Efficacy, difficulty in the school environment,
intrapersonal EI, teacher personality, and disrespect from colleagues. Teacher SelfEfficacy was considered to be the leading cause of Depersonalization burnout. All
Depersonalization factors also contributed to Personal Accomplishment burnout with a
few additions. Teaching efficacy, lack of sociability and lack of mindfulness
interventions were additional factors that Ghanizadeh and Jahedizadeh (2015) suggested
as the cause for Personal Accomplishment burnout.
The problem this research addressed is how specific factors affect Teacher
Burnout. Teacher Burnout is a multifaceted issue with larger scale impact. Therefore, this
research will add knowledge regarding the impact that individual, organizational and
transactional factors have on Teacher Burnout. The effect of teacher morale is often
trivialized by policymakers. Yet, positive teacher morale results in increased student
achievement. Preventing Teacher Burnout provides a service to teachers and helps to
ensure that children will receive the best teacher instruction possible. Hence, the results
of this study would provide needed data that could guide teachers and policy developers
to ensure better working environments and coping strategies.

12

Purpose of the Study
The purpose of this study was to investigate Teacher Burnout and its interactions
with individual factors (gender, teacher’s years of experience, emotional intelligence,
geographical location), organizational factors (School Type, School Culture), and
transactional factors (use of technology, Teacher Self-Efficacy) for teachers in Trinidad
and Tobago and the state of Michigan in the United States. By extension the effects of
burnout factors (Emotional Exhaustion, Depersonalization and Personal
Accomplishment) and their interaction with individual, organizational factors, and
transactional factors were also explored.
Research Questions and Hypotheses
The primary purpose for this research was to answer the following questions and
test hypotheses that seek to shed light on the interaction between burnout and individual,
organizational and transactional factors in public and private school teachers in Trinidad
and Tobago and in the state of Michigan in the US. The research questions to be
addressed include:
1.

Are there any significant differences between gender, years of teaching
experience, nationality, School Types, School Culture, use of technology,
emotional intelligence and teacher’s Teacher Self-Efficacy in overall Teacher
Burnout?

Research Hypothesis 1a: Female teachers experience more burnout than male teachers.
Research Hypothesis 1b: Teachers with less experience have more burnout.
Research Hypothesis 1c: Michigan, US states teachers will have higher burnout scores
than teachers from Trinidad and Tobago.
13

Research Hypothesis 1d: Private school teachers will experience more burnout than
public school teachers.
Research Hypothesis 1e: Teachers from schools with stronger School Culture will have
lower burnout.
Research Hypothesis 1f: Teachers who use technology more will have higher Teacher
Burnout.
Research Hypothesis 1g: Teachers with higher EI will have less burnout than teachers
with lower EI.
Research Hypothesis 1h: Teachers with high Teacher Self-Efficacy will have lower
burnout scores than teachers with low Teacher Self-Efficacy.
2. Can emotional intelligence predict Teacher Burnout for teachers in public and
private schools?
Research Hypothesis 2a: Higher levels of emotional intelligence will predict lower levels
of burnout in teachers in public and private schools.
3. Are individual, organizational or transactional factors most highly correlated with
overall burnout?
Research Hypothesis 3a: Individual factors was the most important factor for overall
burnout.
Rationale for the Study
The field of education, while it is intriguing and exciting, can also be very
challenging. Being an educator, myself, for the past twenty years, while a love for
teaching exists, a coexistence of hardships that come with the job are also prevalent.
Teaching presents numerous challenges, which if not handled well can result in Teacher
14

Burnout. Though it is a worldwide issue, studies on Teacher Burnout within the global
south, which includes the Caribbean and Latin America, are lacking. Additionally, there
is special interest in Teacher Burnout in private schools since most of the researcher’s
teaching career was within these institutions. Research in this area is sparse. As such,
interest in Teacher Burnout and interactions with individual, organizational, and
transactional factors are important because these concepts have personal and professional
significance.
Theoretical Framework
The concept of burnout has been described by Maslach and Leiter (2007) as a
syndrome involving psychological processes that result from Emotional Exhaustion,
Depersonalization and diminished Personal Accomplishment in the workplace. It is
represented as a stressful experience that is rooted in a person’s own interpretation of
social relationships and needs. It also involves one’s perception of themselves and other
individuals they work with.
Colomeischi (2015) noted that burnout as a work-related syndrome is a major
problem with which many professionals would need to cope. Burnout is considered to be
a syndrome that stems from a person’s perceptions of unmet needs and unfulfilled
expectations. Furthermore, it has been characterized by increasing levels of
disillusionment, that is accompanied by various symptoms both psychological and
physical, that eventually lowers the individual’s self-esteem (Colomeischi, 2015).
According to the Ecological Systems Theory, Bronfenbrenner (1977) reported
that every individual is embedded into a system that consists of specific structures which
influences the individual and in turn, the individual reciprocates. Bronfenbrenner (1977)
15

postulated that five interrelated systems exist, and each system influences the individual
and the other systems. Bronfenbrenner’s five systems comprised of the microsystem,
mesosystem, exosystem, macrosystem and the chronosystem.
Bronfenbrenner (1977) stated that the microsystem is one in which direct contact
is made with the individual. Some elements of the microsystem include friends, family
members and religious belief. Within the mesosystem the individual’s various
microsystems interact and eventually impact the individual. Some examples of
mesosystems include the individual’s job and job interactions. Bronfenbrenner (1977)
explained that the exosystem has formal and informal structures that impact the
individual but not directly. Exosystems can include elements such as mass media and the
stock market. With regard to the macrosystem, Bronfenbrenner considered this system to
be one that focuses on the cultural elements of an individual’s life. These cultural
elements can include one’s socioeconomic status, ethnicity and geographic location
among others. Lastly, the chronosystem is considered to be various environmental
changes that impact the individual. Elements of the chronosystem can include marital
status and parenting styles.
Within this research individual factors such as Gender, Teaching Experience and
EI, along with the transactional factor of Teacher Self-Efficacy can be considered as part
of the individual’s microsystem. These can be considered as part of the individual’s
microsystem because these issues are related to the individual directly. By extension,
these factors can also be influenced directly by the individual. As such, these factors are
linked to the individual in the closet ways possible.
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The organizational factors such as School Type and transactional factors such as
Technology Use would be a part of the mesosystem. According to Bronfenbrenner (1977)
within the mesosystem various factors interact that eventually affect the individual.
Within the mesosystem there is an interplay of effects, with the factors that exist affecting
the individual and the individual influencing the factor directly or indirectly. School Type
and Technology Use can be considered factors that indirectly affect the individual.
The exosystem as explained by Bronfenbrenner (1977) has formal and informal
structures that impact the individual but not directly. School Culture and geographical
location would be considered part of the exosystem. These factors can be considered
formal structures by virtue of use within the wider context of society. Also, School
Culture and geographical location can impact the teacher indirectly, because of laws
within a country or administrative practices within a school.
According to Bronfenbrenner (1977) the elements in these various systems can
interact with each other but most importantly interact with the individual. As such, within
this research it was noted that since the systems can interact and affect the individual,
these factors can all affect the teachers’ burnout.

Significance of the Study
Colomeischi (2015) reported that while there seems to be perceived social
pressure to every professional category, teachers experience more and more the need to
cope with various increasing demands of uncertainty within society. As a result, teachers
could experience higher than normal levels of emotional stress, feelings of inadequacy,
decrease in enthusiasm, and lack of reward. These issues could then negatively impact
their professional performance and eventually affect the quality of student outcomes
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within educational settings. The constructs of emotional intelligence and burnout are
areas to study that would bring benefits to a plethora of individuals. This body of research
was most beneficial to teachers since it would provide knowledge in specific areas that
would help prevent the harmful effects of Teacher Burnout. School administrators would
also benefit from the results of the study to set up appropriate measures to motivate
teachers and meet the required professional needs so they can advance in their chosen
careers.
Likewise, the families of teachers would also benefit significantly from the results
of the research. When teachers suffer from burnout their families are affected financially,
because of lack of income from leaving the job; and physically, because many teachers,
though present, are uninvolved within the home as they attempt to cope and manage the
stress of the job. The results of this study would also provide detailed information on the
factors that affect Teacher Burnout. If teachers are aware of these factors and take
appropriate steps to mitigate the effects and avoid burnout, their families would benefit.
Operational Definitions
Burnout
Burnout has been described by Maslach and Leiter (2007) as a syndrome
involving psychological processes that result from Emotional Exhaustion,
Depersonalization and diminished Personal Accomplishment in the workplace. It is
represented as a stressful experience that is rooted in a person’s own interpretation of
social relationships and needs. It also involves one’s perception of themselves and other
individuals they work with. Maslach and Leiter (2007) conceptualized burnout as an
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exploration of three specific components. These components include Emotional
Exhaustion, Depersonalization and Personal Accomplishment.
Depersonalization
The concept of Depersonalization as defined by Mealer et al. (2016) is considered
to be an attitude of indifference toward one’s work. They identified Depersonalization
characteristics as negative or callous behaviors that are seen as individuals interact with
their colleagues. Pranjic and Bilić (2014) stated that Depersonalization is expressed by
exhibiting lack of empathy, declining emotional and intellectual sensitivity, lowered selfesteem, negative attitudes, lack of energy and lack of commitment.
On the other hand, Depersonalization was also characterized as a response to
one’s job that is inherently negative, hostile and excessively detached. This type of
burnout represents the interpersonal dimension of burnout and usually results from an
overload of Emotional Exhaustion. (Maslach and Leiter, 2007)
Emotionality
Emotionality is considered to be a measure that reflects an individual’s awareness
of their own feelings and the feelings of others. When a person is high in emotionality,
they are able to recognize and express emotions while developing and sustaining
relationships with others. Conversely, a low emotionality score was noted in a person's
lack of ability to recognize their emotional states and maintain relationships with others
(Pertrides, 2009).
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Emotional Exhaustion
Wright and Cropanzano (1998), Maslach and Leiter (2007) and Wullur and
Werang (2020) reported that Emotional Exhaustion is considered to be a long-lasting
state of physical and emotional drainage as a result of elevated job expectations, personal
demands and stress. It has been known to be associated with many somatic issues, which
could include gastro-intestinal problems, headaches and sleep disorders. Additionally,
Emotional Exhaustion is identified by individuals feeling emotionally drained (Maslach
and Leiter, 2007). This feeling is usually encouraged when individuals give of
themselves, without being refilled. Maslach and Leiter (2007) reported that the
exhaustion component of burnout is a reflection of an individual’s stress dimension.
Wullur and Werang (2020) added that Emotional Exhaustion has been found to be the
best predictor of burnout.
Emotional Intelligence
Petrides (2009) defined trait EI as a concept that may be synonymous with the
construct of trait emotional self- efficacy. The concept of trait EI according to Petrides
(2009) is considered to be a plethora of various perceptions linked to emotions that are
assessed through questionnaires and rating scales. Pertrides (2009) conceptualizes trait EI
as a product of the interactions between emotionality, self-control, sociability and wellbeing.
Individual Factors
Individual factors are characteristics that are unique to each person. These factors
can include age, weight, gender, address, socio-economic status, and job title among
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others. For the purpose of this research individual factors would include teachers’ gender,
years of teaching experience, emotional intelligence and nationality.
Nationality
The concept of nationality was explored through the specific location of teachers
within the study. Teachers living in the United States and their Trinidad and Tobagonian
counterparts was used.
Organizational Factors
Organizational factors are considered to be specific objectives that are shared by a
common group of persons, within the same environment. Some organizational factors can
be physical, behavioral or abstract (Sheaff et al., 2004). For the purpose of this research
organizational factors will include School Type and School Culture.
Personal Accomplishment
Zhao and Ding (2019) have postulated that diminished Personal Accomplishment
as evidenced in burnout syndrome is in reality a reduced sense of personal achievement.
Personal Accomplishment burnout was viewed as a decrease in one’s belief in their work
ability, lack of satisfaction with one’s self, along with decreased value in tasks
undertaken. Additionally, Maslach and Leiter (2007) characterized reduced Personal
Accomplishment as having little to no feelings of competence and productivity with
regard to one’s work. There is also an increased sense of inadequacy in relation to job
success. Lack of Personal Accomplishment as a component of burnout represents one’s
self-evaluation within the construct.
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School Culture
Stoll (1998) suggested that a school’s culture can be defined as a school’s shared
beliefs and assumptions, that are used to operate and manage the institution. It is
influenced by the school's administration and staff. School Culture according to Stoll
(1998) serves as the lens through which a school is viewed and defined by its community.
School Type
Private and Public schools was used as the categories to measure School Type.
The Organization for Economic Cooperation and Development (OECD) (2012) posited
that private schools are institutions that are self-funded and have greater levels of
autonomy. This autonomy is demonstrated in the institution’s ability to independently
hire and compensate teachers and staff and decide what curricula and instructional
methods was utilized. On the other hand, the OECD (2012) identified public schools as
institutions that are government funded through tax distributions or grants. Public schools
are usually limited in making decisions about curricula as these decisions are typically
guided by legislation that is tied to the receipt of governmental financial assistance.
Self-Control
The construct of self-control as described by Pertrides (2009) dictates that selfcontrol as a measure of trait EI is generated by observing the level of control over one’s
urges and desires. It pays special notice to the individual’s ability to regulate their
emotions when affected by external stimuli, and their ability to manage impulses
appropriately.
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Sociability
Pertrides (2009) described sociability as a concept that focuses heavily on social
relationships and influence. He stressed that sociability portrays the individuals as good
listeners, who communicate clearly and confidently with a variety of persons. As such
when observing sociability, the emphasis is on the individual as a social agent rather than
the relationships with persons within their immediate environment.
Teacher Self-Efficacy
Teacher Self-Efficacy from a social cognitive foundation, is defined as an
individual’s belief in their ability to plan, organize and execute professional tasks.
Therefore, Teacher Self-Efficacy is more about one’s belief in what they think they can
do, rather than their actual skills and competencies (Öztürk et al., 2021).
Teaching Experience
Berger et al. (2018) asserted that the more years of teaching experience a teacher
has, the closer they are to teaching mastery. Years of teaching was also considered as a
determining factor for a teacher’s Teacher Self-Efficacy with regard to classroom
management. As teachers' years of experience increase so too their teaching confidence.
Technology Usage
For the purpose of this research use of technology will encompass any teacher
interaction with objects that are digitally based. This will include computers, televisions,
tablets, cellular phones, laptops and all other portable devices used in the classroom.
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Transactional Factors
Transactional factors are considered to be components that possess both
individualistic and organizational characteristics. Technology usage and Teacher SelfEfficacy will represent transactional factors for the purpose of this research.
Well-Being
Pertrides (2009) posited that well-being is considered to be an overall sense of
contentment as a result of past successes and future goals. Persons with a good sense of
well-being will therefore exhibit feelings of positivity, happiness and fulfillment.
General Methodology
Within the field of research various research designs exist. Most research designs
fall into either quantitative or qualitative research designs. The research design to be
implemented for this research would be aligned with those of a quantitative approach. A
quantitative approach to research involves deductive reasoning where the researcher
forms a hypothesis, conducts observations, collects data, analyses the data collected then
makes conclusions. This type of research is very beneficial when attempting to describe
or explain a phenomenon.
The aim of this study is to explore Teacher Burnout and its interactions with
individual factors, organizational factors, and transactional factors for teachers in
Trinidad and Tobago and the state of Michigan in the United States. As such the research
design that would be most appropriate to extract the information necessary would be a
non-experimental cross-sectional research design. Non-experimental research designs are
necessary when manipulation of the independent variable may not be possible, as with
emotional intelligence (Price et al., 2017). This construct is one that exists within
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individuals as they live and conduct day to day experiences. In addition, since the
primary purpose of this body of research is to describe the interactions that exist between
Teacher Burnout and individual factors (gender, teacher’s years of experience, emotional
intelligence, nationality), organizational factors (School Type, School Culture), and
transactional factors (use of technology, Teacher Self-Efficacy) for teachers in Trinidad
and Tobago and the state of Michigan in the United States, a non-experimental design
should be conducted.
By extension, the best type of non-experimental research design for this study
would be a cross-sectional research design. Cross-sectional research is used when
studying multiple groups of persons at one particular time point. For this research the two
groups to be utilized would be teachers in public and private schools. Since the data
would be collected using surveys, data would be collected at one time-point throughout
the course of the study, making the cross-sectional design a great fit (Price et al, 2017).
Limitations

This study sought to examine Teacher Burnout and its interactions with individual
factors (gender, teacher’s years of experience, emotional intelligence, nationality),
organizational factors (School Type, School Culture), and transactional factors (use of
technology, Teacher Self-Efficacy) for teachers in Trinidad and Tobago and the state of
Michigan in the United States. The population for this study was teachers in public and
private schools. Teachers are usually busy and overwhelmed by their job and family life.
As a result, their willingness to participate in research was not forthcoming and served as
a limitation. This affected sample size which brought about limitation to statistical
procedures and lowered the reliability of the results.
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Additionally, as a result the data collection took approximately three months to collect.
The resistance of teachers to participate in the research was also noted in the significant
proportional imbalance of private to public/ government teachers.
Another limitation of this study was the fact that due to the COVID-19 pandemic
that existed worldwide, schools are operating without high levels of consistency. This
issue affected the level of access to schools and in turn affect access to teachers.
The limitation of time and research funding were also significant issues in this
research project. Given specific timelines for the closing of schools and collecting of
data, time was a significant limitation. In addition, the funding for this research was outof-pocket for the primary researcher. This therefore meant that the funding cap is low,
and resources were not immediately available to meet the necessary costs including
purchasing of instruments and multiple incentives, that arose.
Delimitations
In terms of delimitations, this study focused on private and public schools within
Trinidad and Tobago and the United States of America. However, the study was
delimited to private Seventh-day Adventist Schools and Public Schools within Trinidad
and Tobago and Michigan, USA. These delimitations are necessary to have access to the
required sample within a limited time frame.
Organization of the Study
This dissertation is organized into five chapters. Chapter 1 will discuss the
research problem at hand and look at the theoretical foundations that link the variables to
each other. Chapter 2 consists of a review of the literature. The review of literature covers
models of burnout, its causes and effects. In addition, the interactions of individual,
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organizational and transactional factors with burnout will also be covered. Chapter 3
covers the research methodology. This chapter consists of information relative to the
study’s research design, research instrument, analytical techniques, variables, research
procedure and sampling methods. Chapter 4 focuses on the data analysis and findings of
the various research questions and hypothesis. Finally, Chapter 5 incorporates a summary
of the research findings, discussions about the major findings, recommendations
for future research and limitations of this study.
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CHAPTER 2
REVIEW OF LITERATURE
In the preparation of this dissertation, literature was reviewed from multiple
sources. The Andrews University Online library served as the greatest resource in the
acquisition of appropriate literature which provided relevant information through online
platforms such as EDSCO host, ERIC, ProQuest and ProQuest Dissertation. Google
Scholar, a variety of educational books, and journals were also utilized in the preparation
of the literature review.
This chapter looked at the concept of burnout and its interaction with emotional
intelligence (EI), gender, years of teaching experience, School Culture and School Type.
The review of literature begins with an in-depth look at burnout, its causes and
prevention. Subsequently, the literature provides information on how burnout interacts
with individual, organizational and transactional factors. Additionally, the reliability and
validity of specific instruments measuring the variables in this research were also
discussed.
What is Burnout?
Burnout as a construct originated with Herbert Freudenberger in 1980. He defined
professional burnout as a phenomenon where an individual who, because of excessive
demand on energy, strength and resources either fails, wears out or becomes exhausted at
a task or job. Freudenberger (1975) noted that this failure led individuals to become
‘inoperative for all intents and purposes’ (p. 73). Freudenberger’s study of the concept of
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burnout has had a significant impact on the specific outcomes related to teacher attrition
which usually occurs as a result of burnout.
Colomeischi (2015), in a well conducted study, noted that burnout as a workrelated syndrome is a major problem with which many professionals would need to cope.
Burnout is considered to be a syndrome that stems from a person's perceptions of unmet
needs and unfulfilled expectations. Furthermore, it has been characterized by increasing
levels of disillusionment that is accompanied by various psychological and physical
symptoms that eventually lower the individual’s self-esteem (Colomeischi, 2015). By
extension, burnout can also be considered as a predominantly psychological state,
accompanied by physical symptoms (Colomeischi, 2015).
Many identify burnout as a problem affecting persons on an individual level, but
some researchers indicate that burnout is actually the problem of one’s social and work
environments (Maslach & Leiter, 1997). Time and again it has been noted that burnout is
detrimental to one’s health, coping abilities, personal lives, and job performance. For
many people, if over time there is a perception that their needs are not being met, they
tend to become discouraged, angry, and depressed (Maslach & Leiter, 1997).
The concept of burnout has also been described by Maslach and Leiter (2007) as a
syndrome involving psychological processes that result from Emotional Exhaustion,
Depersonalization and diminished Personal Accomplishment in the workplace. It is
represented as a stressful experience that is rooted in a person’s own interpretation of
social relationships and needs. It also involves one’s perception of themselves and other
individuals they work with.
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Wright and Cropanzano (1998), Maslach and Leiter (2007) and Wullur and
Werang (2020) reported that Emotional Exhaustion is considered to be a long-lasting
state of physical and emotional drainage as a result of elevated job expectations, personal
demands and stress. It has been known to be associated with many somatic issues, which
could include gastro-intestinal problems, headaches and sleep disorders. Additionally,
Emotional Exhaustion is identified by individuals feeling emotionally drained (Maslach
& Leiter, 2007). This feeling is usually generated when individuals give of themselves,
without being refilled. Maslach and Leiter (2007) reported that the Emotional Exhaustion
component of burnout is a reflection of an individual’s stress dimension. Wullur and
Werang (2020) further purported that Emotional Exhaustion has been found to be the best
predictor of burnout.
The concept of Depersonalization as defined by Mealer et al. (2016) is considered
to be an attitude of indifference toward one’s work. They identified Depersonalization
characteristics as negative or callous behaviors that are seen as individuals interact with
their colleagues. Pranjic and Bilić (2014) stated that Depersonalization is expressed by
exhibiting lack of empathy, declining emotional and intellectual sensitivity, lowered selfesteem, negative attitudes, lack of energy and lack of commitment. It was also
characterized as a response to one’s job that is inherently negative, hostile and
excessively detached. This type of burnout represents the interpersonal dimension of
burnout and usually results from an overload of Emotional Exhaustion (Maslach &
Leiter, 2007).
Zhao and Ding (2019) have postulated that diminished Personal Accomplishment
as evidenced in burnout syndrome is in reality a reduced sense of personal achievement.
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Personal Accomplishment burnout was viewed as a decrease in one’s belief in their work
ability, lack of satisfaction with one’s self, along with decreased value in tasks
undertaken. Additionally, Maslach and Leiter (2007) characterized reduced Personal
Accomplishment as having little to no feelings of competence and productivity with
regard to one’s work. There is also an increased sense of inadequacy in relation to job
success. Lack of Personal Accomplishment as a component of burnout represents one’s
self-evaluation within the construct.
To explore the depth of this research topic the Maslach Burnout InventoryEducators Survey (MBI-ES) was used. MBI-ES assesses burnout by generating scores
along the categories of Emotional Exhaustion (exploring issues of fatigue or stress),
Depersonalization (referring to feelings of callousness or indifference), and Personal
Accomplishment (measuring feelings of enthusiasm). The MBI-ES is a 22-item selfreport questionnaire that was constructed to measure an individual’s perceived levels of
burnout. The 22 items were distributed with Emotional Exhaustion (9 items referring to
fatigue and stress); Depersonalization (5 items covering feeling of indifference); and
Personal Accomplishment (8 items referring to feelings of enthusiasm and effectiveness
in the workplace). Each item on this scale is rated on a 7-point Likert scale with 1 rated
as ‘never’ and 7 rated as ‘everyday’. The MBI-ES generates a total of three scores for
each sub-area that yields a total burnout score. A high degree of burnout was generated
when totals reflected high scores on Emotional Exhaustion (>30) and Depersonalization
(>12), and low scores on Personal Accomplishment (<33) (Maslach & Leiter, 1997). The
reliability and validity of the MBI-ES have been assured through repeated use of 3-factor
analytic studies. The reliability of the MBI-ES dimensions as shared by Maslach and
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Leiter (1997) when measured using the Cronbach’s alpha were as follows: Emotional
Exhaustion 0.90; Depersonalization 0.79; and Personal Accomplishment 0.71.
The validity of the MBI can be substantiated by several other research projects.
Denton et al. (2013) used the MBI in their study on New York City and Jamaican
teachers. Jamaican teachers work in an educational structure very similar to the make-up
of Trinidad and Tobago. Most schools within the Caribbean share a similar school system
structure operated primarily by governments and churches. The curriculum of both
countries is examination based, where teachers teach content primarily for the passing of
various examinations and performance hierarchy among schools. As such, teachers in
Jamaica and Trinidad and Tobago experience some of the same successes and challenges.
A principal axis exploratory factor analysis was conducted by Denton et al.
(2013) on the data collected across each burnout sub-area. An oblique principal axis
factor analytical technique was applied to explore the construct of burnout as was
measured through the MBI-ES. The first three eigenvalues in the Jamaican sample were
6.03, 2.55, and 1.63, which accounted for 52.66% of the variance. However, when a
fourth eigenvalue was added, it was >1 where the total variance accounted for 58.92%.
Though an increase in variance was noted for this fourth factor, Denton et al (2013)
reported that the “four factor solution was less interpretable” and as such the three-factor
model was upheld (p. 155).
Denton et al. (2013) also performed a multigroup three correlated factor
confirmatory factor analysis, using Maximum Likelihood estimation, in order to assess
construct invariance by testing the factor loadings between the teacher samples. Ten (10)
items were eliminated to establish an acceptable fit across the two cultures. The ten items
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that were removed were not shared by Denton et al. (2013). The twelve (12) items were
then used to create constrained and fully unconstrained models and their differences were
observed. The authors stated that the fully unconstrained model (χ2= 180.98, df = 109,
CFI = .93, TLI = .91, RMSEA =.07; Jamaica, χ2 = 88.62; New York City, χ2 = 92.36)
yielded better factor loadings than the constrained model (χ2 = 213.03, df = 120, CFI =
.90, TLI = .90, RMSEA = .07; Jamaica, χ2 = 97.48; New York City, χ2 = 115.56). This
conclusion was also validated by a chi-square difference test (χ2 difference = 32.05, df
difference = 11, p-value = .007). This analysis by Denton et al. (2013) indicated that the
MBI-ES 22-item scale effectively measured the three factors (Emotional Exhaustion,
Depersonalization and Personal Accomplishment) and this analysis met the criteria as
laid out in the previous section and therefore, seems adequate for a Caribbean setting.
Hawrot and Koniewski (2018) also validated the MBI through the use of multiple
confirmatory factor analyses to test the three-factor model of the MBI-ES. Fit indices
were established based on computer models by checking cross-loadings and factors’
reliability. The proposed three-factor analysis using the oblique three-factor structure of
the MBI-ES that was used originally by Maslach, when used on the data collected by
Hawrot and Koniewski (2018) resulted in a poor fit based on an RMSEA<0.6; CFI>0.95
and TLI>0.95. A good model with an RMSEA=0.75, CFI=0.949 and TLI=0.943 was
noted for a bifactor model with a general Burnout factor and three specific orthogonal
factors of personal accomplishment, depersonalization, and emotional exhaustion.
Galanakis et al. (2009) also tested the validity of the MBI-ES while attempting to
examine the psychometric properties and factorial structure of health specialists in
Greece. Galanakis et al. (2009) used principal component analysis and varimax rotation.
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Initial results of their analysis indicated the presence of four (4) factors as they all had
eigenvalues greater than 1. However, after observing the scree plot which showed a three
(3) factor model, representing 51.03% of the variance, the three (3) factor model was
accepted. Though the analysis revealed a three (3) factor model most items loaded onto
the Emotional Exhaustion factor. Items 4,7 and 14 loaded on the Depersonalization
factor, and Item 15 loaded on the Personal Accomplishment factor. The authors then
concluded that in reality the results indicated a single or dual factor composition which is
dominated by the Emotional Exhaustion factor. The reliability results from Galanakis et
al. (2009) through Cronbach alpha calculations were all above 0.7, where Emotional
Exhaustion was 0.9; Depersonalization was 0.79 and Personal Accomplishment was
0.71. Due to these results, it is important that factor analysis be done before interpreting
any findings with another sample.
Causes and Effects of Teacher Burnout
Causes of Teacher Burnout
The teaching profession, while it has been respected for what it contributes to
society, has experienced diminished appreciation for the demand the job requires. As a
result, Garcia and Weiss (2019) compared attrition rates among teachers, pharmacists,
engineers, nurses and lawyers within the United States and found that after 5 years
teachers had the highest attrition rate of 30%. By extension, Garcia and Weiss (2019)
reported that during the 2015-2016 school year decreases in graduates for education
degrees and teacher preparation programs were approximately 15% and 27%
respectively. So, not only are teachers leaving the job, but individuals are also no longer
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interested in entering the field. While there is no simple explanation for this trend in the
teaching discipline, one notable factor that affects teacher attrition is burnout.
Bousquet (2012) suggested that Teacher Burnout is rooted in an interaction
between environmental and physiological factors, meaning that burnout is predicted by
the relationship between the human body and one’s environment.
Along with these factors, Mahmoodi-Shahrebabak (2019), Ghanizadeh and
Jahedizadeh (2015) and Schwab et al. (1987) suggested that Teacher Burnout can result
from factors that are interrelated. These include individual, transactional and
organizational factors. When looking at specific individual factors that cause burnout,
Mahmoodi-Shahrebabak (2019), Ghanizadeh and Jahedizadeh (2015) and Schwab et al.
(1987) asserted that age, years of teaching experience, gender, educational qualification
and socio-economic status have shown to be significant. By way of organizational
factors, this data suggested that deteriorating School Culture, conflict between teachers’
roles, uncompetitive wages, unmanageable classroom size, poor student behavior, lack of
administrative support, excessive paperwork, frequency of testing and lack of clarity for
the various roles that teachers are required to perform, are all considered contributing
organizational factors that cause teachers to burnout.
Transactional factors, according to Mahmoodi-Shahrebabak (2019) and
Ghanizadeh and Jahedizadeh (2015), are considered to be factors that overlap between
individual and organizational factors. The authors postulated that transactional factors
consisted of teacher’s self-efficacy, belief and attitudes. Additionally, MahmoodiShahrebabak (2019) noted that digitalization of education, which is important for
administration, is a new and very significant transactional factor that has caused
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significant strain on teachers. While the use of technology in education has many benefits
it has come at great cost to a great number of teachers. Technology in the classroom has
given parents an open door to teachers through emails, which has added a new task for
teachers, since a timely response is expected. Compounding issues like the expectations
that teachers should be versed in the use of technology, while being offered little or
substandard training, poses great difficulty for the teaching fraternity.
Bousquet (2012) emphasized that there are specific environmental factors which
teachers experience that can cause burnout. One such factor was the number of hours
worked. Her findings indicated that teachers’ average work week of fifty-three (53) hours
during the academic year is a significant environmental cause of burnout. These hours are
reflected in the teacher’s planning time, grading of assignments, parent-teacher
conferences, mandated extracurricular activities, coaching and advising. Another
environmental factor discussed as a cause for Teacher Burnout is poor student
achievement and behavior. Bousquet (2012) presented that teacher reinvigoration is
highest as a result of student success, because teachers see the reward of their diligence.
However, when teachers do not have what is needed to help students despite valiant
efforts, it can cause Teacher Burnout.
Ghanizadeh and Jahedizadeh (2015) concluded that individual, organizational and
transactional factors are linked to the specific burnout dimensions: Emotional
Exhaustion, Depersonalization and Personal Accomplishment. The factors that affect
these areas was discussed next. Emotional Exhaustion according to Wullur and Werang
(2020) is the leading representation of burnout. Ghanizadeh and Jahedizadeh (2015)
posited lack of shared decision making, high workloads, pedagogical constraints,
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judgement from peers about performance, pressures of the job, personality types,
emotional intelligence, self-esteem, and student disrespect are all factors that cause
Emotional Exhaustion in teachers. They noted that student misbehavior was the greatest
factor that contributed to Emotional Exhaustion burnout.
Factors causing Depersonalization as reported by Ghanizadeh and Jahedizadeh
(2015) had some overlap with Emotional Exhaustion. These factors were, lack of shared
decision making, Teacher Self-Efficacy, difficulty in the school environment, the
intrapersonal scale of EI, teacher personality and disrespect from colleagues. Teacher
Self-Efficacy was considered to be the leading cause of Depersonalization burnout. All
Depersonalization factors also contributed to Personal Accomplishment burnout with a
few additions. Teaching efficacy, the interpersonal EI scale, lack of sociability and lack
of mindfulness interventions were additional factors that Ghanizadeh and Jahedizadeh
(2015) suggested as the cause for Personal Accomplishment burnout.
Effects of Teacher Burnout
According to Blazer (2010) oftentimes, the effects of burnout are displayed in a
range of psychological, physical and behavioral symptoms. Psychological effects are
usually expressed by feelings of frustration, anger or dissatisfaction and anxiety. Victims
of Teacher Burnout experience these negative emotions continuously. They feel weak,
depressed, aggrieved and meaningless. Subsequently, persons no longer find joy in their
jobs, and are likely to underperform at their place of work and to face the recurring
feeling of dread each morning they need to leave for work.
Bousquet (2012) shared that the physical effects of burnout were very similar to
those who have experienced chronic stress over an extended period of time. In support,
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Blazer’s (2010) work claimed that the physical effects of burnout are primarily
characterized by physical exhaustion or simply feeling rundown. Both authors professed
that some additional physical effects of burnout were hypertension, overeating, digestive
disorders, tachycardia, insomnia, chronically high cortisol levels, weight gain, fatigue and
poor concentration among others. In discussing these precipitating factors of Teacher
Burnout, the long-term and possible life-changing impact of autoimmune diseases is to be
considered (Bousquet, 2012). Diabetes, lupus, Sjogren’s Syndrome, and celiac disease
are some of the autoimmune diseases that are triggered as a result of burnout. Studies
conducted by Keita (2010), Baker (2009), Godsey et al. (2007) and Melamed et al. (2006)
have revealed that even persons with moderate burnout levels are at risk for hypertension,
cardiovascular diseases, and even diabetes.
Burnout also affects teacher’s behavioral patterns as they exhibit tardiness,
increased levels of absenteeism, underperformance, disinterest in their job and apathy.
Individuals who fall victim to burnout tend to disengage themselves (both physically and
mentally) from others, are less sympathetic and perform their duties with little vigor and
creativity. As such, much of their work tasks are done by rote. These persons tend to be
less tolerable of issues within the work environment and refrain from social interactions
with colleagues. Additionally, burned out individuals have higher alcohol and caffeine
consumptions, develop unhealthy eating habits, and abuse drugs like sleeping pills,
tranquilizers, and mood elevators (Blazer, 2010).
Schwab et al. (1987) shared that from the results of their research Teacher
Burnout mostly affected organizational service quality and the teacher’s quality of life
outside of teaching. They posited that Teacher Burnout increased the expectation that
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teachers will leave the job, exhibit less effort with respect to teaching, lack the ability to
control their emotions on the job and with their families and that teacher absenteeism will
increase.
Additionally, Schwab et al. (1987) reported that teachers with Emotional
Exhaustion burnout, in specific, were more likely to leave the job, have high absenteeism
and increased conflict within their homes. The effects of Depersonalization and Personal
Accomplishment burnout were seen in a tendency to exert lower levels of effort in their
work and home lives, along with higher levels of problem intensity in their homes.
Burnout and Teacher Individual Factors
Teacher Burnout and Gender
According to Purvanova and Muros (2010) and Jamshidirad et al. (2012), results
from multiple studies have indicated that the differences between gender in relation to
burnout are variable. When the effects of sex and age on burnout were examined by
Antoniou et al. (2006), it was noted that female teachers had higher occupational stress
levels than male teachers. It was also found that younger teachers had generally higher
burnout levels. Additionally, when Wofford et al. (1999) studied the links between stress
propensity construct and subjective stress with gender, it was noted that females had
greater relationships indicating less stress and lower levels of burnout than males.
Purvanova and Muro (2010) investigated the relationship between gender and
work burnout though looking at Depersonalization and Emotional Exhaustion. They
examined 186 studies in a meta-analysis that represented over 100,000 participants,
separated into male and female stereo-typed jobs and four geographical locations (US,
Canada, Australia, and EU). The overall calculated reliability coefficient from the studies
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for Emotional Exhaustion was 0.87 and Depersonalization was 0.75. This study explored
a number of hypotheses which included:
1. Women experience higher levels of Emotional Exhaustion than men, and men
experience higher levels of Depersonalization than women.
2. Gender differences in Emotional Exhaustion are larger in male-typed occupations
compared to female-typed occupations—specifically, women are more
emotionally exhausted than men in male-typed occupations than in female-typed
occupations.
3. Hypothesis 2B. Gender differences in Depersonalization are larger in femaletyped occupations compared to male-typed occupations—specifically, men are
more depersonalized than women in female-typed occupations than in male-typed
occupations.
4. Gender differences in Emotional Exhaustion are larger in countries with less
progressive labor policies compared to countries with more progressive labor
policies.
5. Hypothesis 3B. Gender differences in Depersonalization are larger in countries
with less progressive labor policies compared to countries with more progressive
labor policies. (Purvanova and Muro, 2010, p. 169, 171, 172)
The results indicated that while females showed significantly higher Emotional
Exhaustion levels (t= 6.46, p < .01) than males; males showed significantly higher
Depersonalization scores (t= 10.83, p < .01) than females. However, when comparing
overall gender burnout (t= 4.37, p < .01) females also scored significantly higher than
males.
Furthermore, role conflict and role stress, as well as general frustrations related to
issues of equality (for females) or ‘prestige issues’ (for males), were greater among
females in male-typed, and males in female-typed occupations, compared to males and
females in gender-typical occupations. Role conflict, role stress and stressful events
shared some of the greatest correlates with Emotional Exhaustion (r corrected=.53, .62,
and .52, respectively) and Depersonalization (r corrected=.37, .54, and .50, respectively)
(Purvanova & Muro, 2010). Contrary to common expectations, the difference in gender
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as it related to Emotional Exhaustion was not more profound in predominantly male jobs
(managers, architects, engineers, lawyers, police officers, physicians), compared to
female-dominated jobs (nurses, social workers, teachers, office support staff,
accountants). Purvanova and Muro (2010) also noted that females were more emotionally
exhausted than males in both female-typed occupations (t= 2.76, p < .01) and male-typed
(t= 4.82, p < .01) occupations as well. Additionally, when addressing gender-typed jobs
and Depersonalization, men in female-typed occupations showed higher
Depersonalization than women in these occupations (t= 7.13, p < .01). As such, gender
variations in burnout, as mentioned before, are often more profound in gender-atypical
occupations, as opposed to gender-typical jobs.
By extension, Purvanova and Muros (2010) highlighted the point that when
working conditions have little stressors regarding family-work and work-family, it may
be beneficial for both males and females – albeit for different reasons. For instance, the
inclusion of more favorable maternity-leave and elderly-care leave packages, together
with the accessibility of quality childcare, may serve as a burden relief for females who
find themselves laden with these obligations. In addition to this, longer vacations and
advanced working hours may relieve men of some of the work-to-family pressure. In
countries where attractive working benefits are present, females are reported to be less
emotionally exhausted, compared to the males. It was seen in the US where policies in
labor were more conservative, females were more significantly emotionally exhausted
than males (t= 7.21, p < .01). Additionally, when the US was compared with Europe
Emotional Exhaustion of females when compared with males in the US was also
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significantly higher than that of females compared with males in Europe (t= 2.12, p <
.05),
In countries where favorable policies are available such as Europe, males were
less likely to be victims of Depersonalization compared to females. This was noted as
males in the US (t= 9.89, p < .01), Canada (t= 4.49, p < .01) and Australia (t= 10.61, p <
.01) all had significantly higher Depersonalization levels than females, when compared
with Europe. If favorable conditions are not available, Depersonalization among the
males, relative to the females, was higher. Emotional Exhaustion and Depersonalization
among males and females were heavily dependent on the state of their country’s labor
policies. Purvanova and Muros (2010) stated that these significant numerical variations
should be a cause for concern and action for US work organizations, policy-making
institutions, and governing bodies.
Additionally, males in male-dominating jobs showed significantly higher
Depersonalization than females in male-dominating jobs. Ogus et al. (1990) like
Purvanova and Muros (2010) also observed that males experienced greater levels of
Depersonalization, when compared to females. When 227 female and 243 male teachers
were examined in a teachers’ burnout study Ogus et al. (1990) found that male educators
were more susceptible to burnout than the females. Results showed that females were less
likely to have higher levels of Depersonalization because they had significantly lower
absenteeism, medicinal drug use, cigarette usage and caffeine consumption than their
male counterparts.
Jamshidirad et al. (2012) in their study focused on the impact of gender on
burnout levels of 28 English language teachers (equal number of males and females) in
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Malaysia. No differences in gender were revealed for any of the burnout sub-areas. As
such, a general finding revealed that gender typically has no effect on burnout levels
among the Malaysian teachers: Emotional Exhaustion (t(26) =1.905, p=.06),
Depersonalization ( t(17.54) = 1.33, p =.316), and Personal Accomplishment (t (26)
=.170, p=.86). However, the sample size was too small to demonstrate an accurate
reflection of the concept being studied. Additionally, Purvanova and Muros’ (2010)
overall findings were significantly outdated given that the data used in the 2010 study
were from research conducted in the 80s and early 90s. As such, the relevance and
application of the results are questionable. Likewise, the quality of the results can also be
challenged because the effect sizes generated from the study indicated many conclusions
had small effect sizes, with Cohen’s d < 0.2.
Finney (2019) examined 250 teachers in order to explore the interaction between
Teacher Self-Efficacy, Teacher Responsibility and Teacher Burnout. Finney (2019)
concluded that gender among other demographic variables did not predict Teacher
Burnout. When exploring the impact of gender, perceived support, highest attained
degree and teachers’ years of experience on Teacher Burnout, using a hierarchical
multiple regression it was found that the demographic variables explored significantly
predicted Teacher Burnout (F(4, 245) = 19.295, p < .000). However, when looking at the
contribution of gender to the model, it was found that gender had no significant
contribution to the model explored (β = .029, p = .610).
The studies reviewed for gender and burnout clearly demonstrate that gender does
not independently affect burnout. While there are inherent issues within the Purvanova
and Muros (2010) study, their results showed that despite having significant differences
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in gender burnout, job-type and national policies seem to play key roles. This study also
highlighted some of the difficulties of measuring Teacher Burnout, such as access to
relevant and current data. Lifestyle practices also impacted burnout in relation to gender.
In instances where there was higher alcohol consumption and cigarette smoking, burnout
was also higher (Ogus et al., 1990). However, the studies conducted did not take into
consideration that the concept male and female dominated jobs may not be universal and
therefore results may be limited in terms of its generalizability. All the studies reviewed
examined gender from the binary concept of male and female.
Teacher Burnout and Teacher’s Service
When researching the linkage between years of teaching experience and overall
burnout, the literature reviewed highlighted the fact that the interaction between these
factors is dynamic. Landeche (2009) studied 19 teachers from St. Martin Parish in
Louisiana, USA. In this particular study, burnout was measured using the typical Maslach
Burnout Inventory-Educators Survey (MBI-ES) which yielded results suggesting that the
likelihood of burnout in relation to Depersonalization was higher in less experienced
teachers (r = -.49, p < .05). A moderate correlation was found between years of service
and Emotional Exhaustion (r= -.409) and a low correlation (r= .335) between years of
service and Personal Accomplishment. However, the correlations between years of
service and Emotional Exhaustion and Personal Accomplishment were not significant.
This lack of significance may have resulted from the limited sample available. When
using the Pearson correlation, David (1938) recommended a sample size greater than 25.
With Landeche’s (2009) research having such a small sample size, the Kendall’s tau or
Spearman correlations may have been a better fit.
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Contrarily, while Landeche’s (2009) study favored a greater percentage of
burnout for less experienced teachers, Graham (1999) found teachers with more
experience to be more likely to show greater signs of burnout than their colleagues. Other
studies recorded highest burnout rates among mid-career teachers, and less for teachers
with little experience (Timms et al., 2006; Leithwood et al., 2001; Friedman, 1991).
Other studies failed to find any notable relationship between burnout rates and the
amount of experience a teacher has. These differences may have resulted from
differences in teacher’s social support which serves as a significant mediating factor for
Teacher Burnout (Fiorilli et al., 2019). Additionally, Timms et al. (2006) suggested that
gender and confidence, trustworthiness and support from school administration are all
reasons that create variation in burnout when comparing teaching experience.
Finney (2019) examined 250 teachers in order to explore the interaction between
Teacher Self-Efficacy, teacher responsibility and burnout. However, the author also used
teacher years of experience as a demographic variable. When exploring the impact of
various demographic variables inclusive of teachers’ years of experience on Teacher
Burnout, using a linear regression it was found that the demographic variables explored
did not significantly predict Teacher Burnout.
Goddard and Goddard (2006) in their study of Teacher Burnout and years of
service investigated 112 Australian teachers from the Queensland State Government
Schools. Like other research on burnout, the concept was measured using the Maslach
Burnout Inventory-Educators Survey. The survey assessed Emotional Exhaustion with a
reliability score of 0.90, Depersonalization with an internal consistency of 0.71 and
Personal Accomplishment with 0.74 as its measure of reliability. All reliability
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coefficients fell within the acceptable range. Their study concluded that younger teachers
had higher mean scores in Emotional Exhaustion, suggesting more burnout than average;
(t(111) = 2.84, p < .01). On the other hand, young educators were found to have
remarkably lower burnout than older educators for Depersonalization (t(111) = 9.70, p <
.001) and Personal Accomplishment (t(111)= 8.21, p < .001). It was found that the
relatively high levels of Personal Accomplishment were compatible with high incidences
of enthusiasm and job satisfaction, even though it was noted that mean Depersonalization
levels for teachers in countries such as Australia are often less than the American norms
(Pierce & Molloy, 1996). As such, the general pattern of results correlates with the
determination that severe amounts of Emotional Exhaustion were developed by the
young teachers, prior to the study. However, it should be noted that regardless of this
phenomenon, vigor and Personal Accomplishments that come with the start of a new
career, were not affected.
Jamaludin and You (2019) expressed the belief that teachers are victims of
Emotional Exhaustion whether they have years of experience or not. The pair used the
Maslach Burnout Inventory-Educators Survey and 31 teachers to assess Teacher Burnout
with years of teaching experience. It is noted in their results that all educators suffered
from over-exhaustion as a result of emotional fatigue from pressures in the work
environment. This was noted in significantly high Emotional Exhaustion (Mean
Difference= -12.45, p < 0.01) and low Personal Accomplishment (Mean Difference= 3.48, p<0.01) scores when a one sample t-test was performed. Jamaludin and You (2019)
reported that Depersonalization occurred only among educators with five or less years of
experience (Mean Difference= -4.50, p=0.01). Ironically though, teachers with six or
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more years of experience did not fall victim to Depersonalization. Therefore, this
suggested that Depersonalization was more likely to occur among teachers with five or
less years of experience, compared to those with six or more years of teaching service.
Furthermore, Jamaludin and You (2019) highlighted that teachers with between
six and ten years of experience had fewer Personal Accomplishments (Mean difference= 3.91, p=0.013). However, it was inconclusive whether or not teachers below or above this
range also experienced reduced Personal Accomplishments as this data was not available.
This led to the belief that most teachers still displayed positive attitudes by remaining
committed to their jobs, regardless of the pressures they were facing.
On the other hand, Stevens (2007) observed statistically notable variations in the
factors of gender, teaching experience, personality and School Type. The results indicated
that there was no significant difference between years of teaching experience for
Emotional Exhaustion (F(13, 47)=1.41, p=0.21) and Personal Accomplishment (F(13,
47)=1.34, p=0.24). However, significant differences were found in years of teaching
experience for the Depersonalization construct (F(13, 47)=4.22, p < 0.01). Teachers with
six or more years of experience showed the greatest levels of Depersonalization
(Mean=10.25) while teachers in the five years or less category had a mean
Depersonalization score of 3.13.
Landeche (2009) and Jamaludin and You (2019) found that teachers with less
years of experience had higher Depersonalization scores. However, Goddard and
Goddard (2006) determined that teachers with less experience had lower
Depersonalization scores, while Steven (2007) concluded that teachers with more
experience also had higher Depersonalization burnout. These differences may have
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resulted from differences in teacher efficacy and organizational support. On the other
hand, both Landeche (2009) and Goddard and Goddard (2006) postulated that less
experienced teachers were more emotionally exhausted, which may have resulted from
the novelty of the job and what it initially required. In terms of diminished Personal
Accomplishments Goddard and Goddard (2006) reported that teachers with less
experience had lower Personal Accomplishment scores.
Contrarily, Jamaludin and You (2019) purported that lower Personal
Accomplishment scores were seen in teachers with more years of experience than their
peers. This significant difference may have resulted from differences in organizational
support given to more experienced teachers. Younger teachers who are relatively new
university graduates, may within their early careers still feel a higher sense of Personal
Accomplishment. This would be different for older teachers may feel stagnant in their
careers.
Teacher Burnout and Emotional Intelligence
The study of Teacher Burnout and emotional intelligence (EI) as conducted by
Fiorilli et al. (2019) surveyed 318 Italian in-service teachers. The researchers used the
Trait Emotional Intelligence Questionnaire (Italian-language version)- shortened form for
Adults (TEIQue-ASF) that consisted of 30-items. The TEIQue-ASF measured EI through
four latent factors: Emotionality, Sociability, Self-control, and Well-being. Cronbach
alpha coefficients of the latent variables ranged from 0.658 to 0.716, and the overall
instrument reliability was 0.868. Burnout was measured through a 19-item selfadministered questionnaire- the Copenhagen Burnout Inventory (CBI). The CBI
measured burnout through the factors of personal burnout (reliability score= 0.886),
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work-related burnout (reliability score= 0.875), and student-related burnout (reliability
score= 0.846). The researchers used a single structural equation model, they explored a
trait emotional intelligence, which included “perceived internal support (colleagues and
supervisor) and external social support (family and friends), and levels of professional
burnout” (Fiorilli et al., 2019; p. 2743).
The results of the analysis of the model indicated that the model was a good fit
(χ2(58) = 120.3, p < 0.01; NC = 2.07; RMSEA = 0.058, NFI = 0.928, CFI = 0.961),
suggesting that significance of the stated interactions was supported statistically for the
effects among the modeled variables. It was also noted that teacher’s social support
served as a significant mediating factor for Teacher Burnout and EI (β = −0.08, p =
0.028). Furthermore, it was found that higher levels of teachers’ trait EI (emotionality,
sociability, well-being, and self-control) was associated with lower levels of burnout
(personal, work-related, and student-related). Well-being scores were negatively
correlated to work-related burnout (r = −0.460, p < 0.001) and personal-related burnout (r
= −0.435, p < 0.001). Likewise, negative relationships between student-related burnout
and both sociability (r = −0.342, p < 0.001), and self-control (r = −0.353, p < 0.001) were
found. Fiorilli et al. (2020) also indicated that teachers’ trait EI gave them emotional
resources to deal with school-related stressful events which also included difficult events
in their private life, assisting them in avoiding personal burnout.
The literature suggests a significant connection between EI and Teacher Burnout.
Vaezi and Fallah (2011) studied 104 Iranian EFL teachers from five conveniently chosen
private schools, while Pishghadam and Sahebjam (2012) studied 147 teachers from the
city of Mashhad. Both studies utilized an anonymous self-report questionnaire that
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consisted of two scales and a subject fact form as their primary data collection
instrument. The scale used to measure teachers’ EI was the Bar-On EI test (Bar-On,
1997) and it had a Cronbach’s alpha coefficient of 0.93. Burnout was measured using the
Maslach Burnout Inventory-Educators Survey (MBI-ES) (Maslach, Jackson, et al, 1996)
with reliability estimates of α = 0.91 for Emotional Exhaustion; α = 0.78 for
Depersonalization and, α = 0.89 for Personal Accomplishment subscales. A fact form
collected participants’ demographic information such as age, gender and years of
teaching experience.
Both studies concluded that EI of teachers significantly predicted their levels of
burnout. Vaezi and Fallah (2011) indicated that their results showed a significant
negative relationship between EI and Teacher Burnout with R2 = 0.41 (β = -.64, t = -8.55,
p < .01, F (1,103) = 73.13), indicating that 41% of the variance in burnout is explained by
the independent variable, EI. Pishghadam and Sahebjam (2012) found low scores in
Emotional Exhaustion, Depersonalization, and high scores in Personal Accomplishment
were moderately correlated with total EI.
Martínez-Monteagudo et al. (2019) conducted a study in Spain investigating the
relationship between profiles of EI as represented by their dimensions- Attention (ability
to recognize one’s emotions), Understanding, (ability to know without confusion how
one is feeling) and Repair (ability to maintain positive thoughts in negative situations) to
observe the differences between burnout, anxiety, depression, and stress in teachers.
Martínez-Monteagudo et al. (2019) randomly sampled 834 teachers from the province of
Alicante, Aragon, and the Region of Murcia which covered both rural and urban
developed areas. Like the previous studies Martínez-Monteagudo et al. (2019) measured
50

burnout using the Maslach Burnout Inventory-Educators Survey (MBI-ES); while EI was
measured using Trait Meta-Mood Scale-24 (TMMS-24). The quality of the instrument
was measured by a reliability (α) of 0.86 for Emotional Attention, 0.83 for Emotional
Understanding, and 0.83 for Emotional Repair. They concluded that Spanish teachers
from the high Emotional Attention and low Emotional Repair (p < .001; d = 0.83) group,
along with Spanish teachers with low Emotional Attention and low Emotional Repair
(p < .001; d = 0.63) had elevated Emotional Exhaustion, Depersonalization, depression,
anxiety and stress scores. The same groups also had lower Personal Accomplishment
scores. These results indicated that individuals in this study with low EI scores and an
inability to properly regulate feelings of attention and anxiety would eventually
experience greater levels of burnout. The effect sizes indicated showed a strong effect for
this study.
A 2020 Italian study also examined 238 teachers to investigate the relationship
between EI and Teacher Burnout among other variables. D’Amico et al. (2020) measured
EI using the Wong and Law EI Scale (WLEIS; Wong & Law, 2002) which had an
internal consistency of 0.94; and Teacher Burnout using the Copenhagen Burnout
Inventory (CBI; Kristensen et al., 2005) with a reliability measured by Cronbach’s alpha
of 0.93. The results of this study indicated that female teachers had significantly higher
Emotion Appraisal (t(1, 236) = -2.06, p < .05), Use of Emotion (t(1, 236) = -2.65, p <
.01), Work Engagement (t(1, 235) = - 3.08, p < .001), Vigor (t(1, 235) = -2.70, p < .01),
Dedication (t(1, 235) = -3.63, p < .001), and Absorption (t(1, 235) = -2.08, p < .05) over
their male counterparts. Additionally, it was noted that the category Use of Emotion from
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the EI construct significantly predicted the teachers’ Work Engagement (β = .39, p <
.001), and burnout (β = -.26, p < .01).
Wilson (2020) explored burnout in 93 geriatric social workers in relation to trait
emotional intelligence. The researcher found that that a significant negative moderate
correlation existed between trait EI as measured by the TEIQue and Emotional
Exhaustion (r (91) = -.52, p < .001). In addition, it was found that a significant positive
moderate correlation was found between trait EI and Personal Accomplishment (r (91) =
.53, p < .001)
It was observed that the construct of Emotional Intelligence can be measured
through the use of the Trait Emotional Intelligence Questionnaire Short Form (TEIQueSF) (Petrides, 2009). The TEIQue-SF is a 30-item instrument where items were selected
based on correlations of items and corresponding total factor scores. The item's response
scale is a 7-point Likert scale with 1 representing strongly disagree and 7 representing
strongly agree. The internal consistency as measured by the Cronbach’s alpha, of the
instrument in its full version is 0.94 and in the shortened version is 0.70. Using the
shortened version of the TEIQue can avoid respondent fatigue and maximize completion
of the instrument.
Ursachi et al. (2015) reported that internal consistency is a correlational measure
between different items of the same test. The Cronbach’s alpha is a calculation of the
correlation of all possible pairs of items. Ursachi et al. (2015) have reported that
generally Cronbach’s alpha scores between 0.6-0.7 indicate acceptable levels of
reliability. This internal consistency was observed in several different cultural settings
such as the UK, US, Spain, Sweden, Chile, China, Serbia, Lebanon, Germany, and Italy
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among others. Chirumbolo et al. (2019) also noted that when TEIQue was compared with
other instruments measuring EI, it was found to be the best predictor of multiple
psychological criteria.
Siegling et al. (2015) and Andrei et al. (2016) measured the incremental validity
of the TEIQue. Siegling et al. (2015) studied the incremental validity of TEIQue-SF,
which assessed the instrument's validity by comparing it to the Big-Five in relation to
anxiety, stress, amotivation, depression, life satisfaction and coping strategies. The BigFive according to John and Srivastava (1999) are dimensions that have been simplified
for Cattell’s 22 factor model of personality. The Big-Five dimensions include
extraversion/ introversion, agreeableness/ antagonism, conscientiousness/ lack or
direction, neuroticism/ emotional stability and openness/ closedness to experience. This
study was done to evaluate the validity of the TEIQue-SF against the Big-Five since the
Big-Five has been tested and proven to adequately measure aspects such as anxiety,
stress, amotivation, depression, life satisfaction and coping strategies, which are also
reflected in the TEIQue-SF. This is important to this research because it allows the
researcher to be more confident in the use of the TEIQue-SF.
Andrei et al. (2016) investigated eighteen studies in a meta-analysis to measure
the incremental validity of the TEIQue-SF when compared to Five-Factor and Giant
Three models of Personality. The results from Andrei et al. (2016) indicated that the
TEIQue-SF predicted incremental criterion variance of 84.2%, where significant effects
were noted in 81% of the analyses completed. Andrei et al. (2016) concluded that the
TEIQue-SF comprehensively measures emotion-related aspects of personality. Siegling
et al. (2015) reported that the TEIQue global trait EI composite explained incremental
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variances for all the assessed areas of the study when compared with the Big-Five Model.
As such it can be noted that TEIQue did measure EI beyond what is measured by
personality tests.
Deniz et al. (2013) also assessed the validity and reliability of the TEIQue-SF by
studying 464 Turkish students. A cross validation analysis was completed and the Kaiser
Meyer –Olkin (KMO) coefficient was calculated as 0.89, while the Bartlett Sphericity test
was calculated where the χ2 value was 3139.35 (p< .001). Subsequently, principal component
factor analysis was conducted and eigenvalues greater than one (1) implied a six-factor
model, explaining 57% of the variance. However, the scree plot showed a four-factor model.
As a result of the scree plot findings, a four-factor model was examined where ten (10) items
loaded on two factors and the ten (10) items were removed. After removal of the ten (10)
items the four-factor model explained 53% of the variance. A confirmatory factor analysis
was then completed to assess the four-factor model fit and the findings indicated that model

fit the data well (χ2/df= 2.46, GFI=.95, AGFI=.92, CFI=.91, RMSEA=.056 and
SRMR=.06). These results based on the criteria laid out in the previous section, meet the
criteria for a good fit. On the other hand, the reliability of the TEIQue-SF as found in the
Deniz et al. (2013) study when using the Cronbach’s alpha yielded from 0.66 to 0.81. The
reliability values were:- Well-being (0.72), Self-discipline (0.70), Emotionality (0.66),
Sociability (0.70), and overall EI (0.81).
Snowden et al. (2015) attempted to examine the construct validity of TEIQue-SF by
using 938 Scottish nursing students. They used exploratory and confirmatory factor analysis.
For the exploratory factor analysis, a Principal component factor analysis was applied and
items 3, 14, 18, and 29 were omitted. Snowden et al. (2015) found that the original four
factor structure of the TEIQue-SF was supported in their study. However, they noted that
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while four factors existed, the classification of the factors were different. While the
original TEIQue-SF had Well-being, Self-control, Emotionality, Sociability, after
analysis the classifications were Self-confidence (items 30, 15, 19, 24, 27, 21, 9, 6);
Social Connection (items 12, 5, 28, 13, 16); Uncertainty (items 7, 10, 22, 25, 8, 4, 2) and
Empathy (items 11, 26, 17, 1, 23).
Like Deniz et al. (2013) and Snowden et al. (2015), Andrei et al. (2015) also
wanted to investigate the validity of the TEIQue-SF. Andrei et al. (2015) conducted the
investigation of the structure of the TEIQue-SF using Italian participants. They concluded
through confirmatory factor analysis that the original four (4) factor model of the TEIQue
was an adequate fit (χ2(54) = 127.747; CFI= .926; TLI = .893; RMSEA= .078). The
reliability generated from the data showed Self-Control with 0.57, Well-being with 0.84,
Emotionality with 0.71, Sociability with 0.77 and overall EI with 0.86. The above
research indicates that because the fit indices were just adequate it is important to do
factor analysis of the data for research done on different samples before further analysis
using this instrument.
It was clearly seen through the exploration of literature on EI and Teacher
Burnout that despite the measures used, EI had a negative relationship with various
factors that measured Teacher Burnout. However, studies within the Caribbean and the
US that investigated these two constructs are very limited.

Teacher Burnout and Nationality
In an attempt to report on present literature that contributed to the study of
burnout and nationality, it was found that literature in this area was very limited. The
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only study found after extensive searching, linking burnout with nationality was Denton
et al. (2013).
Denton et al. (2013) have suggested that burnout seems to be a universal
phenomenon that has mixed effects in different societies. It must be noted that some of
the differences in burnout data across cultures may be due to the fact that the concept of
burnout is not defined or considered the same way across all cultures. Denton et al.
(2013) asserted these differences in burnout may be related to the involvement of
political and bureaucratic coercion as well as personal and professional commitment to
community through education.
Denton et al. (2013) sampled 150 Jamaican and 150 New York City (NYC) K12th grade teachers. The researchers employed the Maslach Burnout Inventory-ES (MBIES) which consisted of 22 items exploring Emotional Exhaustion, Depersonalization and
Personal Accomplishment. The aim of the study was to investigate the three-factor
structure of the MBI-ES, and how well it fit both samples. Also, the researchers set out to
compare the cultural differences in burnout between teachers from the two countries.
A principal axis exploratory factor analysis was conducted on the data of the
samples from both countries across each burnout subarea. Seven items were removed
because their factor loadings were less than 0.40, reducing the number of items used to
15. An oblique principal axis factor analytical technique was applied to explore the
construct of burnout as was measured through the MBI-ES. The first three eigenvalues in
the Jamaican sample were 6.03, 2.55, and 1.63, which accounted for 52.66% of the
variance. For the NYC sample the first three eigenvalues were 7.21, 2.60, and 1.49,
accounting for 57.74% of the variance. However, when the fourth eigenvalue was added,
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in both samples they were >1 accounting for 58.92% of the variance in the Jamaican
sample, while it explained 64.14% of the variance in the NYC sample.
After data collection a multigroup confirmatory factor analysis was also
conducted in order to evaluate residual variances and factor loadings between the
samples. After analysis a fully constrained model was found to be the best fit with a Chi
Square value of 180.98 and 109 degrees of freedom. The following scores also validated
the three-factor model used in the Maslach Burnout Inventory: CFI = .93, TLI = .91,
RMSEA =.07. The resulting fit was considered to be a good one with CFI values >0.90
and RMSEA <.07. However, it was noted by Denton et al. (2013) that while the threefactor model was a good fit, an additional three items were removed because their
uniqueness values were too high.
Denton et al. (2013) revealed that on average the sampled Jamaican teachers had
more teaching experience (Jamaican= 12 years; NYC= 9.5 years) and taught higher grade
levels (Jamaican= Grade 7; NYC= Grade 4.6) than their NYC counterparts. Despite these
findings, NYC teachers (38.9 years) were on average older than the Jamaican teachers
(36.2 years). NYC teachers’ burnout was significantly affected by their emotions, while
preparing for the workday in the mornings or at the end of the day. This was noted as
Emotional Exhaustion scores for NYC teachers were significantly higher than the
Jamaicans (mean difference= 0.45 (0.18); p= 0.014). Jamaican respondents' lower
burnout scores than the NYC respondents could be attributed to differences in political
and administrative factors and how they affect education. This finding suggested that
educators who were able to direct more of their attention to actual teaching and less on
administrative or political factors, presented lower burnout scores.
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In addition, the presence of Personal Accomplishments among the Jamaican
teachers in this research was found to be crucial in avoiding or experiencing burnout.
Data analysis indicated that increased burnout for Jamaican teachers correlated with
higher Personal Accomplishment, when compared to those in NYC. This is concluded
from visual analysis of item information curves. It therefore presumed that the absence of
personal achievement had a greater impact on Teacher Burnout in Jamaica (Denton et al.,
2013). This may be due to the cultural focus on high stakes testing for students that exist
within this country. For the Caribbean and many other countries where high stakes testing
is prominent, success is measured through the acquisition of academic qualifications.
Therefore, the drive to feel successful, through Personal Accomplishments can seem
limitless and this psychological burden can lead to increased levels of burnout. This
theory is one that is worth exploring since the educational culture of many countries with
high stakes testing at its foundation also exhibit higher levels of suicide and self-harm
over countries without a strong testing emphasis.
Denton et al. (2013) also noted that feelings of Depersonalization correlated with
feelings of Emotional Exhaustion. Therefore, feelings of disinterest toward teaching
could be related to everyday doses of fatigue and exhaustion which are common in many
cultures. As such, Emotional Exhaustion and Depersonalization of teachers coincide.
Teacher Burnout and Organizational Factors
Teacher Burnout and School Culture
Friedman (1991) and Öztürk et al. (2021) both explored the concept of culture and
Teacher Burnout where School Culture was the point of reference. Öztürk et al. (2021)
sampled 284 teachers from middle schools in Turkey, whereas Friedman (1991) used
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1597 teachers from various countries. Friedman (1991) measured School Culture by
looking at pedagogical environment (educational goals, teaching techniques,
restructuring, and good teacher profile), administrative environment, social environment
and physical environment. No instrument was specified and as such reliability of the
subscales could not be validated. Öztürk et al. (2021) used the School Culture Scale
(SCS) which was developed after exploratory factor analysis and consisted of four
subscales: Support, Success, Bureaucracy and Task Culture. The SCS had acceptable
reliability standards on all subscales.
Friedman (1991) tallied the Maslach Burnout Inventory scores of teachers within
their schools to divide his sample into low and high burnout schools. It was observed that
high burnout schools had a significantly more demanding pedagogical environment
(χ²₍=46.65, p < 0.05) including more demanding educational goals (χ²=19.35, p < 0.024)
and good teacher profile (χ²=17.55, p < 0.049). By extension, high burnout schools also
had significantly more demanding administrative environments (χ²=19.05, p < 0.025).
However, high burnout schools had significantly poorer physical environments
(χ²=19.87, p < 0.001).
Öztürk et al. (2021) found that Emotional Exhaustion and Depersonalization was
significantly related to support (EE: r=-0.19, DP: r=-0.16) and success (EE: r=-0.20, DP:
r=-0.20) culture. Teachers in schools with better support systems and more successes
showed lower levels of Emotional Exhaustion and Depersonalization. However, teachers
from schools with a stronger bureaucratic culture had significantly higher burnout levels
(0.16). While the results show significance between burnout and some cultural aspects, it
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must be noted that the correlations are within the little to no correlation range. This would
suggest that while the relationship is present the effect is not significant.
The results from the various studies presented indicate that teachers experience
higher burnout levels when their school environments are bureaucratic, with little support
or success (both teacher and student success) (Öztürk et al., 2021). Additionally,
Friedman (1991) posited that teachers also experience more burnout when they teach in
environments with demanding educational goals (stressing on academic skills and
discipline), teaching techniques, administration (high levels of hierarchy), and poor
physical environments.
The Terzi (2005) School Culture Scale (SCS) has been shown to effectively
measure School Culture. Initially, Terzi (2005) reported that the SCS consisted of 115
question items. However, after checking for content validity using experts in the field of
educational administration the items were reduced and reworded to include 58, then 34
and finally 31 items. Subsequently, construct validity was assessed using principal axis
exploratory factor analysis. The results validated the four subscales: Support, Success,
Bureaucracy and Task Culture which all had items with factor loadings greater than 0.4.
However, two items that were equally distributed across the scale were observed and the
items were removed, bringing the total to 29. The exploratory factor analysis also yielded
a Kaiser-Meyer-Olkin Measure of Sampling Adequacy (KMO) score of 0.83 and a
Bartlett value of 2238.28 (p<0.01) which both indicate acceptable levels of validity, since
the Kaiser-Meyer-Olkin (KMO) is greater than 0.6 and the Bartlett’s Test of Sphericity
(BTS) was significant at α < .05. Additionally, the total variance explained by the four
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sub-areas of the SCS was 50.97%. This analysis by Terzi (2005) demonstrates acceptable
validity of the SCS.
The SCS consisted of the final 29 items with internal consistency ranging from
0.77 to 0.82 for the subscales, and 0.85 for the overall test (Higgins-D'Alessandro &
Sadh, 1998).
Teacher Burnout and School Type
According to Peters (2001) education in the Commonwealth Caribbean which
consists of Antigua and Barbuda, Bahamas, Barbados, Dominica, Grenada, Jamaica, St.
Kitts and Nevis, St. Lucia, St. Vincent and the Grenadines, and Trinidad and Tobago,
Belize and Guyana, Anguilla, British Virgin Islands, Cayman Islands, and the Turks and
Caicos Islands are all based on the British model of formal education. Cox-Alomar
(2004) postulated that despite gaining independence from British rule in 1962, Trinidad
and Tobago and Jamaica still continue to have British education structures as essential
components of their national education systems.
Specific features that dominate education in these two countries have come from
the ‘System of Payment by Results’ policy that was introduced in the early 1800s. While
this policy helped channel much needed funds to the Caribbean territory, it also created a
system of hierarchy among schools, where better performing schools are referred to as
‘prestige’ schools in the present day. Additionally, the ‘System of Payment by Results’
has also contributed significantly to ‘teaching for the test’ practices that have been noted
consistently in Caribbean education (Peters, 2001).
Peters (2001) stated that the intended purpose of the ‘System of Payment by
Results’ was to provide a fair and equitable distribution of British Government funds to
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the Caribbean territories, based on the educational performance of the students on school
examinations. Students were examined in eleven (11) subject areas. Three areas were
considered chief subjects and were weighted 12 marks each. The other 8 secondary
subjects were weighted at 8 marks each. Schools with students who had more points were
allotted more money.
According to Peters (2001) schools were initially ranked according to first class
(receiving a minimum of ⅔ of the points), second class (receiving a minimum of ½ of the
points) and third class (receiving a minimum of ⅓ of the points). These points affected
the amount of funds that were allocated to the schools. However, in modern day
education within the larger Caribbean countries such as Jamaica and Trinidad and
Tobago, while most schools are government funded, the performance ranking of the
schools are still prominent, and it affects the type of education students receive and the
type of instruction given by educators.
Apart from the performance hierarchy that pervades education in the Caribbean
region a variety of School Types also exist. Within Trinidad and Tobago, three School
Types exist, namely: Government/ Public schools, Denominational schools (religious run
schools but government funded); and religious private schools (religious run and funded).
Despite structure and funding, within the Trinidad and Tobago diaspora all School Types
compete rigorously for performance hierarchy. In religious private schools the
distribution of funds is affected by student performance, where schools that are
performing better receive more funds than other schools (Peters, 2001).
Various institutions and School Types have working environments that are very
unique. Likewise, teaching in private and public schools differ significantly in the
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experience. Blazer (2010) conducted a study among 99 public and private schools in
Spain. Their findings revealed that a mixture of personal and environmental factors
significantly predicted scores in the Emotional Exhaustion and Personal
Accomplishments spectrums of burnout. However, environmental factors and
Depersonalization were most accurately predicted by personal achievements.
The most accurate predictors of Emotional Exhaustion as expressed by Blazer
(2010) were levels of neuroticism, poor relationship with school administration, little or
no opportunity for career advancement, acknowledgment of little professional prestige,
seniority in teaching profession and having fewer pupils. Öztürk et al. (2021) and Blazer
(2010) asserted that School Type did not significantly predict or offer any differences in
Emotional Exhaustion (F=0.26; p=0.77). So, while Blazer (2010) concluded that it does
not matter when considering burnout in relation to School Type, whether the school is
private or public, Öztürk et al. (2021) reported differently for Depersonalization. Öztürk
et al. (2021) found that when comparing Religious, Private and Public (Mean= 1.91)
schools, private schools (Mean= 2.18) had the highest Depersonalization scores, with
religious (Mean=1.86) schools having the least (F=2.52; p < 0.01).
In contrast, Ferreira and Martinez (2012) studied School Type between public and
private school teachers in Portugal. 281 teachers formed the sample, and the Maslach
Burnout Inventory was used as the measure for burnout. The results from this study,
through the use of an independent samples t-test, indicated that public school teachers
were significantly more burnt out than their private school counterparts in Emotional
Exhaustion (t(279)= 7.30, p < 0.01); and Depersonalization t(279)= 3.36, p < 0.01. For
Personal Accomplishment the reverse was seen where private school teachers
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experienced significantly greater burnout than public school teachers (t(279)= 2.90, p <
0.01).
Johns (2010) posited that differences in Personal Accomplishment in relation to
School Type may be due to issues of job security and reward for work done. He
emphasized that in public schools, teachers have greater job security and more benefits
than private school teachers which creates a greater sense of accomplishment in their
jobs. On the other hand, he reported, that private school teachers experience a greater
sense of pressure to meet difficult goals, while attaining higher levels of performance. It
can therefore be concluded that despite adequate performance, when teachers are
unrewarded, they can experience diminished Personal Accomplishment.
Kimsesiz (2019) explored the concept of School Type and burnout by looking at
88 English Language public school teachers in Turkey. They conceptualized School Type
by looking at primary, secondary and high school teachers. Kimsesiz (2019) revealed that
primary school teachers (Mean=69.163) had significantly higher burnout levels than
secondary (Mean=57.732) and high school (Mean=57.326) teachers (F(2,69) = 5.075, p=
.009). Primary school teachers also had significantly higher Emotional Exhaustion
(Mean=23.325) scores than secondary (Mean=19.523) and high school (Mean=17.825)
teachers (F(2,69) = 3.852 p= .026). No significant difference among School Types was
noted for Depersonalization (F(2,69) = 1.483; p= .234) and Personal Accomplishment
(F(2,69) = 1.234; p= .297).
In another study, Mukundan et al. (2015) explored School Type by looking at
three different primary schools in Malaysia. The three schools were Malay, Tamil and
Chinese. 714 English teachers participated in the study and the results indicated that
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significant difference among School Type was noted for Personal Accomplishment (F(2,
713)=10.97; p < 0.01), where teachers from the Chinese (Mean=32.43) school
experienced significantly lower Personal Accomplishment burnout than teachers in the
Tamil (Mean=37.07) and Malay (Mean=34.71) schools. This result may be due to the
fact that in Chinese culture educational standards are very high, so feelings of inadequacy
may be greater generally for Chinese persons when compared with persons from other
countries. For Emotional Exhaustion (F(2, 713)=0.58; p=0.559) and Depersonalization
(F(2, 713)=0.35; p=0.702) no significant differences among School Types were found.
While these results prove interesting, they lack meaning as the difference between the
various schools were not clearly outlined. It remains unclear whether the schools listed
represent different towns (urban or rural), ethnic groups or schools located in various
socio-economic communities. Bearing this in mind, the differences established lack
meaning, and unclear interpretations because no concrete difference between the School
Types other than their names was shared.
In the final analysis it is clear from the studies reviewed that the concept of
School Type can be measured in multiple ways. The findings showed mixed results where
Blazer (2010) concluded that burnout was the same despite School Type, and Öztürk et al.
(2021) stated private schools actually have higher levels of Depersonalization, when
compared to public and religious schools.
Conversely, Ferreira and Martinez (2012) concluded that public schools showed
greater Depersonalization burnout than private schools. While none of the other studies
showed significant differences with Personal Accomplishments, Ferreira and Martinez
(2012) did conclude that private schools showed higher levels of burnout. The differences
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in these results may be explained by the school environmental factors which also has an
effect on burnout. However, since not all the studies explored the effect of environmental
factors this may be something to explore as an explanation for possible differences.
Another possible explanation that was not captured by the data, is the fact that because
students pay large sums of money to attend private schools, teachers may feel additional
pressure to go above and beyond. By extension, teachers may also face increased
administrative and parental pressure, since their livelihoods are tied to the happiness of
their students and not primarily the capability of the teacher.
Burnout and Transactional Factors
Teacher Burnout and Teacher’s Use of Technology
The introduction of technology into the classroom has brought many gains.
However, despite the benefits, due to the rapid rate of introduction and use, which
required teachers to learn and unlearn previous schemas, it has brought with it much
difficulty. The introduction of technology was done primarily with the benefits of
students in mind. Little thought was given for the impact it would have on teachers. In
most countries the requirement for use of technology was a government mandate rather
than the teacher’s choice. As such, levels of self-control and Personal Accomplishment
were threatened (Fernández-Batanero et. al., 2021; Steele, 2019).
Steele (2019) surveyed 163 Australian teachers (Males= 47; Females= 116) to
explore the connection between burnout and teacher’s use of technology within the
classroom. Burnout was measured using the standard Maslach Burnout Inventory Scale
for Educators. The use of technology was measured using a modified version of the
Aldridge and Fraser’s (2016) job satisfaction scale. After modification, 5 items were used
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to measure teacher’s satisfaction on working with technology. Exploratory factor analysis
was performed on the measure and all factor loadings for the five items were above 0.81.
An internal consistency of 0.95 was reported for the modified scale.
The results interestingly showed that when male and female teachers were very
satisfied and comfortable working with technology their burnout scores were low. Hence,
teachers who had a difficult time working with technology demonstrated elevated
burnout levels. The study also revealed that younger teachers (<35 years) showed higher
levels of satisfaction with the use of technology, but they also showed higher burnout
levels than older teachers (>35 years; Steele, 2019). This finding may be explained by the
fact that these younger teachers are also earlier in their careers and may actually be
experiencing higher levels of Emotional Exhaustion burnout as posited by Landeche
(2009).
Steele’s (2019) work also showed that individuals who used technology more, had
greater satisfaction with its use, but ironically also showed higher levels of burnout. It is
therefore clear that as teachers attempted to understand and become better professionally
with the use of technology, it also caused increased stress and difficulty and was
evidenced in elevated burnout scores.
Seghedin (2013) looked at technology through internet usage and burnout of 390
Romanian teachers and teacher trainees. The researcher believed that because of
extensive use of the internet to prepare and transmit materials, teachers would be more
prone to burnout. Focus groups and an online questionnaire were used to acquire data.
However, no information on the name, format or items of the online questionnaire were
recorded. Seghedin (2013) shared that burnout served as a mediating factor between high
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job demands and ill health, and between the effects of lacking resources and poor
engagement. No data was given to support these claims.
By extension, the data collected was anecdotal and as such the analysis needed to
make such a statement could not be done. This leads the researcher to conclude that not
all the information in this study can be trusted. However, Seghedin (2013) did share some
of the anecdotal evidence that was gathered from the focus groups. It was observed that
while teachers felt the internet was important as a source of personal and professional
information, it was also identified as a source of significant burnout.
Panisoara et al. (2020) on the other hand delved into the study of burnout and
technostress by looking at their mediating roles in motivation and continuance intention
for teachers teaching online during the COVID-19 pandemic. The authors defined
technostress as a psychological and physical reaction generated because of an
individual’s poor adaptation to coping with the use, changes and requirements of
technology. Technostress in teachers may result from a lack of training, support from
administration, improper infrastructure, teacher anxiety and poor student performance.
The instrument used by Panisoara et al., (2020) were adapted forms of Work
Tasks Motivation Scale for Teachers (WTMST), the Oldenburg Burnout Inventory
(OBI), the Person–Technology-Enhanced Learning Misfit (P–TEL) Scale, and the
Continuance Intention Scale (CI). Exploratory, followed by confirmatory factor analysis
was performed after three rounds of initial questionnaire distributions before the
instrument was finalized. The reliability of the instrument was 0.876 for burnout and
0.929 for technostress, which indicates excellent reliability standards.
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The model under review looked at effects of Teacher Self-Efficacy, intrinsic and
extrinsic motivation on Teacher Burnout, technostress and the teacher’s intention to
continue teaching online classes (referred to a continuance intention). The model
proposed that intrinsic and extrinsic motivation directly affected burnout and
technostress, which indirectly affected continuance intention. Also, the model proposed
suggested that intrinsic motivation and Teacher Self-Efficacy directly affected
continuance intention. Structural equation modeling was used to assess the model fit and
it was found that the proposed model had a good fit (RMSEA = 0.045; CFI = 0.999; TLI
= 0.994; SRMR = 0.046). The results unveiled the direct effect between burnout and
technostress with teachers’ intrinsic (β = −0.364; p < 0.001) and extrinsic motivation (β =
0.482; p < 0.05) for the job. Lower burnout and technostress levels yielded significantly
higher intrinsic motivation but lower extrinsic motivation.
Additionally, it was found that teachers’ intention to continue with online
teaching had a significant direct effect with burnout and technostress (β = 0.059; p <
0.05). Teachers with lower burnout and technostress levels were more inclined to
continue with online teaching. Burnout and technostress also served as mediating factors
between teachers’ intrinsic motivation and their intention to continue with online
teaching (β = −0.023; p < 0.05) and between teachers’ extrinsic motivation and their
intention to continue with online teaching (β = 0.041; p < 0.05). Though initially, the
researchers sought to explore burnout and technostress as separate constructs, because of
their overlapping question items the researchers combined the constructs. This overlap
suggests that the two constructs are closely related and would impact each other.
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The studies reviewed for burnout and teacher’s use of technology have shown that
data for the USA and the Caribbean are very limited. However, it is clear that use of
technology without the appropriate support can adversely affect teachers.
Teacher Burnout and Teacher Self-Efficacy
Teacher Self-Efficacy from a social cognitive foundation, is defined as an
individual’s belief in their ability to plan, organize and execute professional tasks.
Therefore, Teacher Self-Efficacy is more about one’s belief in what they think they can
do, rather than their actual skills and competencies (Öztürk et al., 2021). In their study,
Seifalian and Derakhshan (2018) found that efficacy comes from mastery and vicarious
experiences; social and verbal persuasion; and arousal or psychological and emotional
states. Within the school setting, when a teacher lacks the belief in their ability to perform
their work-related tasks, this can result in increased levels of stress. If this stress is
continuous and no mitigating steps are taken to minimize it burnout may occur (Öztürk et
al., 2021; McLean et al., 2019). Shakeel et al. (2021) shared that increased levels of
teacher efficacy lowers the chance of Teacher Burnout.
Öztürk et al. (2021) in their Turkish study and Seifalian and Derakhshan (2018) in
an Iranian study looked at the relationship between burnout and Teacher Self-Efficacy. In
both studies Teacher Self-Efficacy was measured by an adapted version of the Teacher’s
Sense of Efficacy Scale (TSES). This scale was translated from English to Turkish and
exploratory factor analysis was performed. After the analysis all 24 items met the factor
loading threshold. The final scale consisted of the original 24 items measuring three
subtests: student engagement, instructional strategies and classroom management. The
reliability of the scale was tested through a split-half reliability test. The results were as
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follows: student engagement (0.89/0.88); instructional strategies (0.90/0.88); classroom
management (0.91/0.88) and overall (0.96/0.93). McLean et al., (2019) surveyed 1314
US teachers regarding Teacher Self-Efficacy and Teacher Burnout. They also used the
TSES, but the shortened version, that consisted of 12 rather than 24 items. The overall
reliability of the instrument was 0.86. Burnout was measured by the Maslach Burnout
Inventory (MBI) in both studies.
Öztürk et al. (2021) reported that Emotional Exhaustion had significant, negative
correlations with all areas of Teacher Self-Efficacy (student engagement r = -0.17;
instructional strategies r = -0.14; classroom management r = -0.16). For
Depersonalization significant negative correlations were found between instructional
strategies (r = -0.14) and classroom management (r = -0.15). Though the relationships
reported were significant the strength of the correlations demonstrated the relationships
were very weak, with meager effects. The path analysis revealed that only student
engagement had a significant association with Emotional Exhaustion (β= -0.23). McLean
et al., (2019) found that Teacher Self-Efficacy and Depersonalization burnout
significantly affected teacher’s emotional behavior.
Interestingly the results from Seifalian and Derakhshan (2018) highlighted that a
significant positive relationship existed between Teacher Self-Efficacy and Teacher
Burnout (r = 0.288; p = 0.026) for Iranian teachers of English Related Academic
Degrees, while no significant relationship was found for the teachers of the non-English
Related Academic Degrees. Interestingly, teachers with higher Teacher Self-Efficacy also
had higher levels of burnout.
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Shakeel et al. (2021) measured Teacher Burnout with 8 items and Teacher SelfEfficacy with 6 items, on a sample of 375 Pakistani teachers. The Teacher Self-Efficacy
scale registered a reliability coefficient of 0.964, while the burnout scale was 0.972. After
analysis of the data, it was found that a strong negative relationship between Teacher
Burnout and Teacher Self-Efficacy existed (r = -0.806). Finny (2019) went further and
sought to test whether Teacher Self-Efficacy significantly predicted Teacher Burnout.
Finny (2019) suggested through a two-stage hierarchical linear regression that for the
teachers used in the study Teacher Self-Efficacy significantly predicted Teacher Burnout
(F(1, 194) = 44.631, p < .000). Teacher Self-Efficacy predicted approximately 14.1% of
the variance for Teacher Burnout.
Heskeyahu (2020) conducted a qualitative study that included 20 teachers with 14
teachers completing a survey and six teachers participating in in-depth interviews. The
researcher explored factors that led to Teacher Burnout in urban elementary schools.
Nine themes emerged out of the interviews. The themes included: coping mechanisms,
heavy workload, stress and burnout, lack of parental involvement, positive relationships
with colleagues, self-imposed pressures, student misbehavior, career choice and lack of
resources. The author concluded that the results indicated that teachers found their
profession stressful, and if they did not use coping mechanisms they would eventually
experience burnout. Additionally, it was reported that heavy workloads, lack of parental
involvement, self-imposed pressures and student misbehavior were the factors that lead to
Teacher Burnout.
Öztürk et al. (2021) stated that only student engagement had a significant
association with Emotional Exhaustion. McLean et al. (2019) however, found that
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Teacher Self-Efficacy and Depersonalization burnout significantly affected teacher’s
emotional behavior. Seifalian and Derakhshan (2018) reported that teachers of Englishrelated academic degrees had higher Teacher Self-Efficacy and higher burnout. This may
have resulted from the fact that English was not the primary language of the Iranian
teachers, as a result while they were proficient in teaching in another language, giving
them increased Teacher Self-Efficacy, the difficulty of the task may have also elevated
their burnout scores more than their non-English related academic degrees counterparts.
The Teacher’s Sense of Efficacy Scale-Short form (TSES-SF) can be used to
assess Teacher Self-Efficacy. It consists of 12 items with three combined subscalesefficacy for student engagement, efficacy for instructional strategies, and efficacy for
classroom management- from the original TSES. McLean et al., (2019) reported that
efficacy for student engagement refers to the teacher’s ability to motivate students who
are not keen on doing work. Instructional strategies efficacy refers to the teacher’s
ability to ask good questions and craft lessons to be taught. Classroom management
efficacy is the teacher’s ability to organize students for optimal learning. The TSES-ES is
a 9-point Likert scale (1: never; 9: always), with higher scores indicating better
Teacher Self-Efficacy. The Cronbach's alpha coefficient for the TSES was 0.82 for
student engagement, 0.86 for instructional strategies and 0.84 for classroom
management. The overall TSES had a reliability coefficient of 0.93 (Öztürk et al., 2021).
The overall TSES-SF had a Cronbach’s alpha of 0.87 (McLean et al., 2019).
The TSES was also used in Jamaica by Cook (2015). Cook (2015) conducted a
study using the TSES on a Jamaican sample. Initial validity exploration of the TSES
found a Kaiser-Meyer-Olkin score of .931, with the Bartlett's test of sphericity generating
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a score of χ2(210) = 5581.91, p< .05. Cook (2015) set a cut-off of 0.3 and conducted
principal components analysis where six (6) items were eliminated. The six (6) items that
were removed remained unknown as Cook (2015) did not reveal the items that were
removed. Further analysis through the use of varimax and oblimin rotations of the factor
loading matrix yielded a two-factor model which explained 43.71% of the variance.
Montreiro and Forlin (2020) also explored a single and three factor model of
TSES-short form. They used a Chinese sample and concluded that neither the single
(RMSEA=0.11, NFI=0.80, TLI=0.81 and CFI=0.87) or original three-factor
(RMSEA=0.10, NFI=0.83, TLI=0.84 and CFI=0.90) model fit their data well. As such,
the researchers conducted exploratory factor analysis using oblique rotation. Two factors
were noted with eigenvalues greater than one. The standard cut-off of 0.4 caused item 2
to be initially deleted and then items 9 and 5 were subsequently deleted after additional
rounds of analysis. This therefore brought the number of items to nine (9). When this
two-factor model was examined, it was found to have acceptable fit (RMSEA=0.07,
NFI=0.91, TLI=0.94 and CFI=0.96).
Heneman III et al. (2006) studied the validity of TSES- short form by treating the
TSES as measuring correlated but separate factors; treating the subscales as independent
latent constructs that reflected a higher factor and by treating the TSES as measuring a
single factor. The authors used confirmatory factor analysis and concluded that while the
three-factor model was a good fit, all items loaded on their original sub-scales. The model
that fit the data best, was the three correlated factor model. This model had a GFI of 0.95,
χ2(51) = 337.85, RMSEA of 0.07 and a CFI of 0.96. The single factor model had had a
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GFI of 0.88, χ2= 991.37, RMSEA of 0.13 and a CFI of 0.86, while the hierarchical model
had a GFI of 0.71, χ2(54) = 1946.93, RMSEA of 0.18 and a CFI of 0.73.
Like Heneman III et al. (2006), Klassen et al. (2009) explored the validity of the
TSES- short form by recruiting participants from Canada, the United States of America,
Korea, Cyprus and Singapore. The researchers used the data collected to test a single
factor and three-factor models. Like Heneman III et al. (2006), Klassen et al. (2009)
concluded that the three-factor model fit the data better than the single factor model. The
single factor model had the following results: χ2(324) = 1923.27 (p<0.001),
RMSEA=0.064 and CFI=0.81. The three-factor model yielded the following: χ2(306) =
1746.36 (p<0.001), RMSEA of 0.035 and a CFI of 0.94.
Bilali (2015) also added to the pool of research on the validity and reliability of
the TSES-short form. The conclusions from this research differed from the other research
presented. Bilali (2015) concluded that after principal axis factoring with varimaxrotation the Kaiser-Meyer- Olkin was 0.945 with the Bartlett’s Test of Sphericity yielding
χ2(55) = 944.42 (p<0.001) the data was acceptable for factor analysis. Factor analysis of
the 12 items revealed eigenvalues greater than 1 for a single factor which was also
supported by the scree plot.
The validity results of the various studies on the TSES indicates that the sample
truly affects the factors that will be generated from the TSES. As such the use of the
TSES short form could yield various factor models.

Conclusion
The articles presented for the review of literature illustrated that in most areas
there seems to be differing views, results and conclusions. This was first noted by
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Colomeischi (2015) who stated that burnout is considered to be a syndrome that stems
from a person's perceptions of unmet needs and unfulfilled expectations. Maslach and
Leiter (2007) described burnout as a syndrome involving psychological processes that
result from Emotional Exhaustion, Depersonalization and diminished Personal
Accomplishment in the workplace. It is represented as a stressful experience that is rooted
in a person’s own interpretation of social relationships and needs. Furthermore, it has
been characterized by increasing levels of disillusionment that is accompanied by various
symptoms, both psychological and physical, that eventually lower the individual’s selfesteem.
Regarding burnout and gender, Antoniou et al. (2006), noted that female teachers
had higher occupational stress levels than male teachers. Purvanova and Muro (2010)
highlighted that role conflict and role stress are often greater among women in maletyped and men in female-typed occupations. When observing general frustrations related
to issues of equality (for women) or ‘prestige issues’ (for men), these frustrations are also
often greater for women in male-typed and men in female-typed occupations, when
compared to men and women in gender-typical occupations. Additionally, burnout for
women was higher than for men in countries with unfavorable work conditions.
However, the gender difference surrounding Depersonalization (such as lowered selfesteem, negative attitudes, lack of energy and commitment) was higher in maledominating jobs.
Culture is another contributing factor to Teacher Burnout. The issue of culture
and EI as investigated by Bagheria et al. (2013), posited that while persons in different
cultures may experience similar emotions, the experience, regulation and understanding
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of these same emotions may differ. As such, culture is responsible for facilitating
structure, instructions, expectations and rules to ensure persons comprehend and interpret
behaviors. Various ethnographic research proposed the belief that there is cultural
differentiation in social consequences - more so as it relates to assessing emotions.
The exploration of burnout and culture, like the other interactions, suggests
explanations whereby this interaction exists. Denton et al. (2013) have suggested that
burnout seems to be a universal phenomenon that has mixed effects in different societies.
Specific mention was made that some of the differences in burnout data across cultures
may be due to the fact that the concept of burnout is not defined or considered the same
way across all cultures, resulting in varying outcomes. Denton et al. (2013) also asserted
that these differences in burnout may be related to the involvement of political and
bureaucratic coercion as well as personal and professional commitment to community
through education.
The findings also showed mixed results where Blazer (2010) concluded that
burnout was the same despite School Type (public or private), and Öztürk et al. (2021)
stated private schools actually have higher levels of Depersonalization, when compared
to public and religious schools. Conversely, Ferreira and Martinez (2012) concluded that
public schools showed greater Depersonalization burnout than private schools. While
none of the other studies showed significant differences with Personal Accomplishments,
Ferreira and Martinez (2012) did conclude that private schools showed higher levels of
burnout.
The similarities and differences presented in this literature review set the
foundation for the relevance of this research study. The gaps that exist indicate a need for
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specificity and answers to questions relating to burnout with School Type for private and
public schools. Gaps in the area of Teacher Burnout and nationality, along with use of
technology are areas that this research sought to fill. In order to fill these gaps effectively,
certain research errors that were noted in the literature review would be avoided. As such
adequate sample size to facilitate accurate data analysis, along with accurate data analysis
to answer research questions was employed. By extension, a proper methodology was
used to ensure the topic is explored expertly.
Additionally, the literature showed that individual, organizational and
transactional factors all affect each other in the process of burnout. This was noted with
School Type and years of service where School Culture seems to serve a mediating role
with burnout. The literature therefore piqued an interest to observe what side of the
spectrum the results from this study would fall, as an investigation into how gender, years
of teaching experience, School Type and School Culture would affect Teacher Burnout in
Trinidad and Tobago and the United States.
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CHAPTER 3
METHODOLOGY
Introduction
The purpose of this study was to investigate Teacher Burnout and its interactions
with individual factors (Gender, Teacher’s Years of Experience, Emotional Intelligence,
Nationality), organizational factors (School Type, School Culture), and transactional
factors (Technology Usage, Teacher Self-Efficacy) in Trinidad and Tobago and the
United States. A sample of teachers from public schools and Seventh-day Adventist
private schools in Trinidad and Tobago and the United States were surveyed. This
chapter focused on the research methodology used in collecting data to complete the
purpose of the study. The methodology included the type of research, the population and
sample, the research and null hypothesis, variable definitions, instrumentation, procedure
and analysis plan.
Population and Sample
The population for this study was teachers within primary (elementary) and
secondary (high) schools who live in Trinidad and Tobago, and the United States (K-12
grades).
The sample for this study was selected using a non-probability sampling method.
Non-probability sampling techniques are usually utilized when random sampling of
participants is not possible for various reasons. For the purpose of this research a non79

probability purposive sampling technique was considered best since all comparison
groups were intact groups.
Though the sampling technique used did not involve random sampling, the
sample consisted of 197 participants. The sample consisted of one hundred and seventythree (173) female teachers (88%) and twenty-four male teachers (12%). Teachers from
Trinidad and Tobago amounted to one hundred and one participants (51%), while
teachers from Michigan, US were ninety-six (49%). Public/ Government school teachers
made up 81% and private SDA school teachers made up 19% of the sample. The Trinidad
and Tobago participants consisted of seventy-two public/ government school teachers and
twenty-nine private SDA school teachers. The Michigan, US sample consisted of 87
teachers from public/ government schools and nine private SDA school teachers. The
teachers had an average of 14.8 years of experience with a standard deviation of 8.4.
Ninety-six percent of participants used technology in their classroom with an average
daily usage of approximately 4 hours. Eighty-six percent of the teachers surveyed felt
confident in their knowledge of how to use technology.
Variables
Variables are the bedrock of any research project. The variables measured by any
research determine the type of research design, research instrument and analysis to be
performed. For this study the primary variable constructs were Teacher Burnout and
individual factors (Gender, Teacher’s Years of Experience, Emotional Intelligence,
Nationality), organizational factors (School Type, School Culture), and transactional
factors (Technology Use, Teacher Self-Efficacy). Individual factors, organizational
factors and transactional factors, served as the independent or predictor variable. On the
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other hand, burnout was the primary dependent or criterion variable. Other variables that
were included were Emotional Exhaustion, Depersonalization and Personal
Accomplishment which are sub-areas of burnout.
Teacher Burnout
The variable burnout was measured using the Maslach Burnout InventoryEducators Survey (MBI-ES) which assesses burnout by generating scores along the
categories of Emotional Exhaustion, Depersonalization, and Personal Accomplishment.
The MBI-ES is a 22-item self-report questionnaire that was constructed to measure an
individual’s perceived levels of burnout. The 22 items are distributed with Emotional
Exhaustion (9 items referring to fatigue and stress); Depersonalization (5 items covering
feeling of indifference); and Personal Accomplishment (8 items referring to feelings of
enthusiasm and effectiveness in the workplace). Each item on this scale is rated on a 7point Likert scale with 1 rated as ‘never’ and 7 rated as ‘everyday’. The MBI-ES has a
range of Low: <55; Moderate: 56-81; and High: >82.
Emotional Exhaustion
Emotional Exhaustion was measured as a sub-category of burnout. The MBI-ES
was used to assess Emotional Exhaustion. 9 items from the scale measured Emotional
Exhaustion. Each item on this scale is rated on a 7-point Likert scale with 1 rated as
‘never’ and 7 rated as ‘everyday’.
Depersonalization
Depersonalization was measured as a sub-category of burnout. The MBI-ES was
used to assess Depersonalization. 5 items from the scale measured Depersonalization.
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Each item on this scale is rated on a 7-point Likert scale with 1 rated as ‘never’ and 7
rated as ‘everyday’.
Personal Accomplishment
Personal Accomplishment was measured as a sub-category of burnout. The MBIES was used to assess Personal Accomplishment. 8 items from the scale measured
Personal Accomplishment. Each item on this scale is rated on a 7-point Likert scale with
1 rated as ‘never’ and 7 rated as ‘everyday’.
Teaching Experience
Teaching experience was measured with ratio responses that were categorized
into: Late: > 10: 1; Mid-term: 6 – 10 years: 2 and; New: < 5 years: 3
Emotional Intelligence
The construct of Emotional Intelligence was found in Section 2 and it was
measured through the use of the Trait Emotional Intelligence Questionnaire Short Form
(TEIQue-SF) (Petrides, 2009). The TEIQue-SF is a 30-item instrument where items were
selected based on correlations of items and corresponding total factor scores. The items’
response scale is a 7 point Likert scale with 1 representing strongly disagree and 7
representing strongly agree.
Nationality
The concept of nationality was measured by collecting responses categorized as
nominal: Michigan, US: 1 and; Trinidad & Tobago: 2.
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Organizational Factors
Organizational factors were measured when the sum of the responses for School Type:
(Public: 1 and Private: 2); and School Culture Categorical: (29 - 70: 1; 71 - 110: 2 and;
111 - 145: 3) were calculated. The scores will range from 2 – 5.
School Type
School Type was measured categorically, with Public/ Government/ Denominational: 1
and Private: 2.
School Culture
School Culture was measured through the use of the School Culture Scale (SCS) (Terzi,
2005). The SCS is a 29-item instrument. The item's response scale is a 5-point Likert
scale with 1 representing never and 5 representing always. This scale has been primarily
used in the Middle East and to a lesser extent in the US. As such content validity was
assessed for use in Trinidad and Tobago. Experts in the education field, such as school
administrators, teachers, teacher training professionals, and social researchers were
enlisted to review the instrument for content validity. Appropriate changes to the
instrument were made based upon their recommendations. One comment was submitted
and reviewed. Item 26 on the original SCS (The consequences are debatable, not as a
result of wrongdoing) was reworded to ‘The consequences are sometimes debatable’ after
input from the validating professionals. Total School Culture Score ranged from 29 –
145, with Low: < 68, Moderate: 68 – 107 and High: > 107.
Transactional Factors
Transactional factors were measured when the sum of the responses from Technology
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Usage (Scores from 2 – 4) and Teacher Self-Efficacy Categorical (< 30: 1; 30 - 74: 2 and;
> 74: 3) were calculated. The scores will range from 3-7.
Technology Usage
Technology Usage was measured nominally through Yes: 1 and No: 2 responses.
Teacher Self-Efficacy
Teacher Self-Efficacy was measured through the use of Teacher’s Sense of Efficacy
Scale- Short form (TSES-SF). It consisted of 12 items. The TSES-ES is rated by a 9point scale ranging from ‘1’ being’ nothing’ to ‘9’ ‘a great deal’. Higher scores on the
TSES-SF indicates better Teacher Self-Efficacy. The range of TSES-ES scores are: Low:
< 30; Moderate: 30 – 74 and High: > 74.

Criteria for Assessing Instruments
Careful selection of measurement tools was an extremely important step in the
research process since it helps to ensure that the standard and type of data collected is
reliable and valid. Self-report questionnaires were used to collect data for this research
project. This type of research is valuable because of its flexible nature. Self-report
instruments are considered flexible because they can be used to explore many types of
research questions. While there were validity drawbacks to using a self-report measure,
steps to minimize validity issues were undertaken. These steps included: 1. Ensuring
participants that confidentiality and anonymity was maintained, to increase the chances of
truthful responses; 2. Using repeat questions to recognize possible inconsistencies; 3.
Minimizing the amount of questions to avoid participant fatigue; 4. Assessing content
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validity through the use of multiple professionals in the area to assure the questions were
clear, thorough and applicable to the participants to avoid any ambiguity and guessing; 5.
Assessing concurrent validity through evaluating incremental validity studies where
instruments were compared with previously established valid measures; and 6. Assessing
construct validity by evaluating instruments through principal axis exploratory factor
analysis of data from previous studies on similar populations, and on current data for
each instrument.

Factor Analysis Criteria for Assessing Construct Validity
According to DeCoster (1998) factor analysis is a method of analysis used to
examine how specific constructs influence responses on measured variables. Exploratory
and Confirmatory factor analyses are the two primary types of factor analysis.
Exploratory factor analysis is performed when the researcher seeks to discover the origin
of a construct’s influence on a set of responses. On the other hand, confirmatory factor
analysis examines whether a specific set of constructs influences responses in a way that
was predicted prior.
To perform exploratory factor analysis variables should be matched on the same
experimental units. Comrey and Lee (1992) recommended that large samples are best for
conducting factor analysis. It was advised that samples less than 50 is considered very
poor, 100 participants were considered as poor, 200 was fair, 300 was considered as
good, 500 was considered as very good and 1000 participants was considered as
excellent. On the other hand, Guadagnoli and Velicer (1988) suggested that a sample as
small as 150 participants is acceptable if the dataset has several high factor loading scores
(greater than 0.8).
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However, despite sample size the data should always be checked to ensure its
suitability for use in factor analysis. According to VanTruong et al. (2016) the KaiserMeyer-Olkin (KMO) and Bartlett’s Test of Sphericity measure the sampling adequacy by
checking the case to variable ratio of the analysis being conducted. If the KMO is over
0.6 and the Bartlett’s Test of Sphericity is significant (p< 0.05) then the data is
considered to be adequate for factor analysis. However, a KMO greater than 0.8 is the
preferred score for adequate data.
According to Hahs-Vaughn (2017) the aim of factor analysis is to have the
variance of observed variables explained by the least amount of retained factors. Factors
can be retained using the Kaiser’s rule (eigenvalues greater than 1; Kaiser, 1960), Parallel
analysis (Horn, 1965), Scree plots (Cattell, 1966) and the minimum average partial
(MAP) test (Velicer, 2000). Hahs-Vaughn (2017) highlighted that though the Kaiser rule
and the scree plot are widely used, these forms of factor retention tend to be very
subjective. On the other hand, Hahs-Vaughn (2017) reported that MAP and parallel
analysis were more sophisticated measures for retaining factors.
Factor rotation in exploratory factor analysis is also very important. Field (2005)
shared that factor rotation in exploratory factor analysis is important because it minimizes
the loadings of each variable on other factors, while maximizing the loadings on one
specific factor. The best method of factor rotation is direct oblimin oblique rotation which
allows factors to correlate. This correlation is important since moderate correlations
indicate that the factors belong to the same construct (Costello & Osborne, 2005).
Additionally, when conducting exploratory factor analysis, a cut-off of 0.4 on the
factor loadings is considered adequate, since it explains approximately 16% of the
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variance being measured (Steven, 2002). Steven (2002) also stated that 0.4 is also
considered best for interpretive purposes. Hair et al. (1998) reported that for a sample size
of 200, a factor loading of 0.4 had the most practical significance. As such when item
loadings are less than 0.4 those items should be eliminated. By extension, Costello and
Osborne (2005) suggested that a factor is considered optimal when a least five items with
loadings greater than 0.5 loads on one factor. However, it is recommended that factors
with less than three items be removed since they are considered unstable.
Finally, when conducting exploratory factor analysis, the naming of factors is
equally important. Yong and Pearce (2013) suggested that the naming of factors is less of
a science and more of an art. They shared that naming of factors should align with
literature on the evaluated construct. Additionally, literature should be combined with
commonalities between the items in a specific factor and this should determine the name
given.
For confirmatory factor analysis the primary purpose is to determine if the data
fits a suggested model. According to Jackson et al. (2009) this fit is determined through
multiple avenues. However, the authors recommended that the best fit indices are those
that had different measurement properties. These included the incremental fit index (IFI),
comparative fit index (CFI) and residuals-based fit index, such as the standardized rootmean-square residual (RMSEA). These measures have been proven to do well with
detecting lack of dependence on sample size and model misspecification (Jackson et al.,
2009). Sun (2005) reported that a good model fit would have index scores greater than
0.90 and a root mean square less than 0.07. He continued than adequate model fit was
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determined if the index values were greater than 0.80 and the root mean square was less
than 0.08.

Type of Research
Research designs fall into either quantitative or qualitative research designs. The
research design that was implemented for this research was aligned with those of a
quantitative approach. A quantitative approach to research involves deductive reasoning
where the researcher forms a hypothesis, conducts observations, collects data, analyzes
the data collected then makes conclusions. This type of research is very beneficial when
attempting to describe or explain a phenomenon.
The aim of this study was to investigate Teacher Burnout and its interactions with
individual factors (Gender, Teacher’s Years of Experience, Emotional Intelligence,
Nationality), organizational factors (School Type, School Culture), and transactional
factors (Technology Use, Teacher Self-Efficacy) for teachers in Trinidad and Tobago and
the state of Michigan in the United States. The research design chosen to extract the
information necessary was a non-experimental cross-sectional research design. Nonexperimental research designs are necessary when manipulation of the independent
variable may not be possible as with gender, years of teaching experience and emotional
intelligence. This construct is one that exists within individuals as they live and conduct
day to day experiences. In addition, since the primary purpose of this body of research is
to describe the interactions that exist between teachers in public and private schools’
individual, organizational and transactional factors, and its ability to predict levels of
burnout, a non-experimental design was conducted (Price et al., 2017).
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An appropriate type of non-experimental research design for this study was a
cross-sectional research design. Cross-sectional research is used when studying multiple
groups of persons at one particular point in time, where data is collected from the
individuals’ sampled only once. For this research, the two groups utilized were teachers
in Trinidad and Tobago and Michigan, USA. Since the data would be collected using
surveys and data would be collected once from each person throughout the course of the
study, the research design was cross-sectional.
Procedure
The criterion for participation in this study was teachers working in private SDA
Schools and Public Schools within Trinidad and Tobago and Michigan, USA.
Participants were recruited through various professional teaching organizations, emails
and social media. In addition, SDA private school teachers were recruited through emails
that were shared with SDA private school principals, since emails for principals were
readily available. A link for the questionnaire was made available on the various social
media platforms, which opened to a Google form containing the research questionnaire.
Teachers were asked to volunteer their time and information. No personal data was
collected to ensure confidentiality of the respondents. This was shared with teachers
before they selected the link to view the instrument. As an incentive to boost participation
in the study, two $50 Amazon gift cards were made available by random selection after
the data collection process. Participants were asked to share their email address so they
could be contacted. They were assured that emails would only be used for the purpose of
contacting them when they were selected for one of the gift cards.
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Once the link was shared with the respondent, they were linked to the informed
consent page. Upon agreeing to participate in the study, they were queried regarding if
they belonged to any of the following categories: teacher in an SDA private school or
teacher in a public/ government/ denominational school. If they selected ‘yes’ to any of
the following categories, they were allowed access to complete the questionnaire.
After completing the questionnaire, they had the option of entering a random
drawing for Amazon gift cards. Those who were interested were redirected to a separate
webpage to collect contact information and enter the drawing.
The data collected from the participants were password protected and only the
primary researcher had access to the completed questionnaires. Once a questionnaire was
completed the responses from the Google form were automatically transferred to a
Google sheets document. Upon collection of the required sample size, the data was
transferred from the Google sheets compilation to JASP version 3 and SPSS version 27
for statistical analysis.
The statistical analysis for this study was a series of inferential statistical methods
as guided by the various research hypotheses. Initially, the data was screened for any
possible missing data or outliers. After the data screening, descriptive statistics for each
variable were generated and tests of normality were conducted. Subsequently, based on
the hypothesis being explored Pearson’s correlation, Linear Regression analysis, Multiple
Regression analysis, independent samples t-tests and Analysis of Variance were
performed to answer the research questions and test the following hypotheses.
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Research Questions and Hypotheses
The primary purpose for this research was to answer the following questions and
test hypotheses that seek to shed light on the interaction between burnout and individual,
organizational and transactional factors in public and private school teachers in Trinidad
and Tobago and in the state of Michigan in the US. The research questions addressed
were:
1. Are there any significant differences between Gender, Years of Teaching
Experience, Nationality, School Types, School Culture, Technology Use,
Emotional Intelligence and Teacher Self-Efficacy in overall Teacher Burnout?
Research Hypothesis 1a: Female teachers experience more burnout than male teachers.
Research Hypothesis 1b: Teachers with less experience have more burnout.
Research Hypothesis 1c: Michigan, US teachers will have higher burnout scores than
teachers from Trinidad and Tobago.
Research Hypothesis 1d: Private school teachers will experience more burnout than
public school teachers.
Research Hypothesis 1e: Teachers from schools with stronger School Culture will have
lower burnout.
Research Hypothesis 1f: Teachers who use technology more will have higher Teacher
Burnout.
Research Hypothesis 1g: Teachers with higher EI will have less burnout than teachers
with lower EI.
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Research Hypothesis 1h: Teachers with high Teacher Self-Efficacy will have lower
burnout scores than teachers with low Teacher Self-Efficacy.
2. Can Emotional Intelligence predict Teacher Burnout for teachers in public and
private schools?
Research Hypothesis 2a: Higher levels of EI will predict lower levels of burnout in
teachers in public and private schools.
3. Which factor (individual, organizational or transactional) is most highly
correlated with overall burnout?
Research Hypothesis 3a: Individual factors will be the most important factor for overall
burnout.
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CHAPTER 4
RESULTS

Introduction
The purpose of this study was to investigate Teacher Burnout and its interactions
with individual factors (gender, teacher’s years of experience, emotional intelligence,
nationality), organizational factors (School Type, School Culture), and transactional
factors (use of technology, Teacher Self-Efficacy) in Trinidad and Tobago and the United
States. A sample of teachers from public schools and Seventh-day Adventist private
schools in Trinidad and Tobago and the United States was surveyed. This chapter focused
on a presentation of the data analysis that was done to explore the study’s research
questions and hypotheses.
One hundred and ninety-seven (197) participants completed the survey that
explored Teacher Burnout and its interactions with individual, organizational and
transactional factors, along with sharing specific demographic information. Specific
statistical analyses were performed on the collected data which included descriptive
statistical techniques such as frequencies and percentages in cross-tabulations;
exploratory factor analysis to assess the validity of the scales used; Cronbach’s alpha to
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explore the validity of the instrument; Pearson’s correlations; independent samples ttests; one-way analysis of variance, multivariate analysis of variance and linear
regression. Generated outputs for the analyzed data can be found in the generated tables
presented in this chapter and in Appendix E.

Validation of the Instruments
Careful selection of measurement tools was an extremely important part of the
research process because it ensured the standard and type of data collected was reliable
and valid. The research tool used to collect data for this project was a self-report
questionnaire. In order to maintain validity of the study, specific steps were taken. These
steps included: 1. Ensuring participants confidentiality and anonymity was maintained, to
increase the chances of truthful responses; 2. Using repeated questions to recognize
possible inconsistencies; 3. Minimizing the amount of questions to avoid participant
fatigue; 4. Assessing content validity through the use of multiple professionals in the area
to ensure the questions are clear, thorough and applicable to the participants to avoid any
ambiguity and guessing; 5. Assessing construct validity by evaluating instruments
through principal axis exploratory factor analysis of each construct’s data from previous
studies on similar populations; 6. Assessing concurrent validity through evaluating
incremental validity studies where instruments were compared with previously
established valid measures and; 7. Conducting principal axis exploratory factor analysis
on the data collected to ensure that the collected data corresponds with the factors
indicated in the literature. For all instruments an oblique exploratory factor analysis was
used with a principal axis factoring estimation method. This ensured that as factors were
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rotated their correlations were also considered. The criteria outlined in Chapter 3 was
used to evaluate the adequacy of the analysis.

Maslach Burnout Inventory-Educators Survey (MBI-ES)
MBI-ES assessed burnout by generating scores for the factors of Emotional
Exhaustion (exploring issues of fatigue or stress), Depersonalization (referring to feelings
of callousness or indifference), and Personal Accomplishment (measuring feelings of
enthusiasm). The MBI-ES is a 22-item self-report questionnaire that was constructed to
measure an individual’s perceived levels of burnout. The 22 items were distributed with
Emotional Exhaustion (9 items referring to fatigue and stress); Depersonalization (5
items covering feeling of indifference); and Personal Accomplishment (8 items referring
to feelings of enthusiasm and effectiveness in the workplace). Each item on this scale was
rated on a 7-point Likert scale with 1 rated as ‘never’ and 7 rated as ‘everyday’.
The results of an oblique exploratory factor analysis with a principal axis
factoring estimation method and parallel analysis indicated that a two-factor structure
should be extracted. Items 4, 7, 9, 10, 20, 21, and 22 did not load on any factor. As such
each of these items were subsequently removed one at a time. The item with the largest
unique score was removed first, then the second largest score etc.
In order to examine individual items a cut-off of items with scores greater than
0.4 was utilized. Factor 1 had items that aligned with Maslach’s Emotional Exhaustion.
This factor had 8 items (items 1, 2, 3, 8, 11, 12, 13 and 14). Factor 2 corresponded with
the Depersonalization variable and consisted of 7 items (5, 6, 15, 16, 17, 18 and 19).
These two (2) factors explained 44.3% of the variance (see Table 1). No items were
associated with Personal Accomplishment.
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The factors were correlated with a score of r=0.510 which indicated large
correlation. As described by Wuensch (2009) when using the factor matrix correlations
Cohen reported that > 0.1 is small; > 0.3 is medium and > 0.5 is large.
In addition to exploratory factor analysis, confirmatory factor analysis was also
used to assess this study’s two-factor model. It was found that this model was a good fit
for the data. The model fit generated the following results: RMSEA=0.06, CFI=0.94 and
IFI=.94.

Table 1
Factor Loadings for MBI-ES 2 Factor Model

Factor 1

Factor 2

Uniqueness

2. I feel worn out at the end of a working day

0.892

0.294

1. I feel emotionally exhausted because of my
work

0.877

0.249

8. I feel burned out because of my work

0.876

0.212

3. I feel tired as soon as I get up in the morning and
see a new working day stretched out in front of me

0.772

0.351

13. I feel frustrated by my work

0.698

0.399

20. I feel as if I’m at my wits‘ end

0.656

0.372

-0.599

0.550

12. I feel full of energy
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14. I get the feeling that I work too hard

0.507

0.653

11. I’m afraid that my work makes me emotionally
harder

0.476

0.594

16. Being in direct contact with people at work is
too stressful

0.830

0.292

5. I get the feeling that I treat some
clients/colleagues impersonally, as if they were
objects

0.650

0.640

6. Working with people the whole day is stressful
for me

0.593

0.499

15. I’m not really interested in what is going on
with many of my colleagues

0.515

0.623

Trait Emotional Intelligence Questionnaire Short Form (TEIQue-SF)
The TEIQue-SF is a 30-item instrument where items were selected based on
correlations of items and corresponding total factor scores. The item's response scale is a
7-point Likert scale with 1 representing strongly disagree and 7 representing strongly
agree. It is important to use the shortened version of the TEIQue to avoid respondent
fatigue and maximize completion of the instrument.
Principal axis factoring, using parallel analysis as the determiner of the number of
factors to extract, and oblique oblimin rotation generated a five-factor model. The fifth
factor had only two item loadings that were greater than the 0.4 cut off (items 2, 17).
Given that acceptable factors should have at least three (3) items with loadings greater
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than 0.4 a four-factor analysis was done. Item 26 had a uniqueness variance greater than
0.8 and did not align with any of the factors, so it was removed first. The following items
were also removed one at a time based on the largest uniqueness values first because they
too did not align with any of the four factors: 1, 3, 6, 11, 18, 22, 23 and 29. This fourfactor model explained approximately 44% of the variance.
Factor 1 contained items 5, 8, 12, 13, 14, 16, 20 and 28 and was named wellbeing. Factor 2 contained 4 items (items 4, 15, 19 and 30) and described self-control.
Factor three (3) had items 7, 10, 21 and 25 which described emotional regulation. Lastly
self-esteem seems to be what was measured by the fourth factor which contained items 9,
24 and 27 (see Table 2).
The factor correlations for the four (4) factors ranged from little to no correlations
to high. When comparing factor one (1) with factors two (2) (r=-0.574) and four (4) (r=0.402) large and medium negative correlations were found. When comparing factor one
(1) with factor three (3) its relationship was a medium negative one (r=-0.474). Factor
two (2) had a small negative correlation (r=-0.274) with factor three (3), and a medium
positive correlation (r=-0.379) with factor four (4). Factor three (3) and factor four (4)
had a small negative correlation (r=-0.217).
Confirmatory factor analysis was used to examine the fit of the four-factor model
generated from the exploratory factor analysis. This model adequately fit the data with an
RMSEA score of 0.078, CFI was 0.87, was TLI was 0.85 and IFI was 0.87.
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Table 2
Factor Loadings for TEIQue-SF 4 Factor Model

Factor
1

Factor
2

Factor
3

Factor 4

Uniqueness

5. I generally don’t find life enjoyable.

0.687

0.461

12. On the whole, I have a gloomy
perspective on most things.

0.668

0.426

16. I often find it difficult to show my
affection to those close to me.

0.613

0.637

28. I find it difficult to bond well even with
those close to me.

0.589

0.514

20. On the whole, I’m pleased with my life.

0.565

0.439

8. Many times, I can’t figure out what
emotion I'm feeling.

0.547

0.512

13. Those close to me often complain that I
don’t treat them right.

0.483

0.718

14. I often find it difficult to adjust my life
according to the circumstances.

0.477

0.644

19. I’m usually able to find ways to control
my emotions when I want to.

0.742

0.435

4. I usually find it difficult to regulate my
emotions.

0.675

0.437
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15. On the whole, I’m able to deal with
stress.

0.518

0.480

30. Others admire me for being relaxed.

0.497

0.634

7. I tend to change my mind frequently.

0.569

0.558

25. I tend to “back down” even if I know
I’m right.

0.567

0.661

21. I would describe myself as a good
negotiator.

0.503

0.565

10. I often find it difficult to stand up for
my rights.

0.497

0.673

24. I believe I’m full of personal strengths.

0.634

0.425

9. I feel that I have a number of good
qualities.

0.515

0.546

27. I generally believe that things will work
out fine in my life.

0.462

0.591

School Culture Scale (SCS)
The SCS consists of 29 items which had been primarily used in the Middle East
and the US to a lesser extent. The SCS had four previously validated subscales: Support,
Success, Bureaucracy and Task Culture. Since this instrument was not used in Trinidad
and Tobago, content validity was initially assessed for use in Trinidad and Tobago. This
100

was done by having education and research professionals evaluate the content of the
instrument and provide feedback. The instrument was forwarded to two (2) school
administrators, two (2) school teachers, one (1) teacher training professional and one (1)
social researcher to have the instrument reviewed for content validity. One comment was
submitted and reviewed. Item 26 on the original SCS (The consequences are debatable,
not as a result of wrongdoing) was reworded to ‘The consequences are sometimes
debatable’ after input from the validating professionals.
Additionally, validity was also assessed using a principal axis exploratory factor
analysis with oblique rotation. The initial parallel analysis yielded four factors as was
established in the literature, but the scree plot indicated three factors. The fourth factor
contained item 12 alone. Item 19 loaded on factors 1 and 2. Subsequently, an analysis
was performed for three (3) factors and seventeen (17) of the twenty-nine (29) items had
values greater than 0.4. Items 1, 2, 8, 10, 12, 17, 19, 20, 22, 26 and 29 were removed
because of high uniqueness values and cross loading. The items with higher uniqueness
values were removed first, followed by any item (item 19) that loaded on two factors.
The 19 items accounted for 46.8% of the variance.
Factor correlations were observed Factor one (1) and (2) had small negative
correlation (r=-0.012). Factor one (1) and factor (3) had a large positive relationship
(r=0.517). Factors two (2) and three (3) also had a small positive correlation (r=0.175).
Further analysis of the factors seem to indicate that the eleven (11) items (items 6,
7, 9, 11, 16, 18, 21, 24, 25, 27 and 28) comprising factor 1 represented a sense of
community. Factor 2 had 3 items (items 13, 14 and 15) (items that pertained to
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bureaucracy, and factor 3 had 3 items (items 3, 4 and 5) linked to task culture (see Table
3).
Additionally, this three-factor model was examined through confirmatory factor
analysis for model fit. The data indicated that adequate model fit for the three-factor
model was found. The fit was supported by an RMSEA of 0.079, CFI of 0.90, TLI of
0.89 and an IFI of 0.91.

Table 3
Factor Loadings for SCS 3 Factor Model

Factor 1

Factor 2

Factor 3

Uniqueness

18. People are valued.

0.865

0.254

28. Personal knowledge and abilities are
respected.

0.818

0.326

24. Personal feelings and thoughts are
shared.

0.762

0.354

27. Everyone respects each other's ideas and
opinions.

0.745

0.440

11. Employees share their joy and sadness.

0.716

0.454

9. Everyone can express their opinions about
the institution clearly.

0.674

0.561

7. People love each other.

0.669

0.512
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21. Successful teachers and students are
rewarded.

0.582

0.628

-0.549

0.668

0.538

0.739

23. No one wants to contradict management.

-0.470

0.718

6. Everyone works for the academic success
of the students.

0.415

0.576

16. One person has the final say.

25. Everyone gets paid for doing their job
well.

15. There is strict supervision to prevent
irregularities.

0.799

0.334

14. Supervisors often remind you to follow
the rules.

0.642

0.569

13. Drastic measures are taken against rule
violations.

0.587

0.651

4. Enough effort is made to achieve the goals
of the school.

0.709

0.441

5. Technological advancements are followed.

0.651

0.574

3. The aim is to do the right thing the first
time.

0.422

0.781

The Teacher’s Sense of Efficacy Scale- Short form (TSES-SF)
The Teacher’s Sense of Efficacy Scale-Short form (TSES-SF) was used to assess
Teacher Self-Efficacy in Section 4 of the instrument. It consisted of 12 items with three
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combined subscales- efficacy for student engagement, efficacy for instructional
strategies, and efficacy for classroom management- from the original TSES. McLean et
al., (2019) reported that teacher engagement referred to the teacher’s ability to motivate
students who are not keen on doing work. The teacher’s ability to ask good questions and
craft lessons to be taught described instructional strategy efficacy. Classroom
management efficacy was considered to be the teacher’s ability to organize students for
optimal learning. The TSES-ES is rated by a 9-point scale ranging from ‘1’ being never
to ‘9’ being always. Higher scores on the TSES-SF indicates better Teacher Self-Efficacy.
The analysis of the validity for the TSES was assessed using a principal axis
exploratory factor analysis with oblique rotation. Parallel analysis suggested three (3)
factors should be extracted as was supported in literature. This model explained
approximately 60% of the variance of the construct.
Eleven (11) of the twelve (12) items loaded on the three factors with item 11
showing a large uniqueness score. Items 1, 6, 7 and 8 loaded on factor 1 which had items
describing classroom management efficacy. Items 5, 9, 19 and 12 loaded on factor 2
which described instructional strategies efficacy. The items on the third factor described
student engagement efficacy and consisted of items 2, 3 and 4 (see Table 4).
The factor correlations generated in the exploratory factor analysis of the TSES
indicated that each factor was strongly correlated with each other. For factors 1 and 2
r=0.698; while factors 1 and 3 was r=0.644. The correlation between factors 2 and 3 was
r=0.571.
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This three-factor model was also examined via confirmatory factor analysis. The
model scores were RMSEA=0.07, CFI=0.96 and IFI=0.96. The model fit scores indicated
that the three-factor model of the TSES was a good model fit.

Table 4
Factor Loadings for TSES 3 Factor Model

Factor
1

Factor
2

Factor
3

Uniqueness

7. How much can you do to calm a student who is
disruptive or noisy?

0.837

0.296

6. How much can you do to get children to follow
classroom rules?

0.829

0.282

1. How much can you do to control disruptive behavior
in the classroom?

0.692

0.479

8. How well can you establish a classroom management
system with each group of students?

0.670

0.349

9. How much can you use a variety of assessment
strategies?

0.793

0.357

5. To what extent can you craft good questions for your
students?

0.696

0.558

10. To what extent can you provide an alternative
explanation or example when students are confused?

0.614

0.516
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12. How well can you implement alternative strategies
in your classroom?

0.594

0.439

3. How much can you do to get students to believe they
can do well in schoolwork?

0.921

0.184

4. How much can you do to help your students value
learning?

0.579

0.448

2. How much can you do to motivate students who
show low interest in schoolwork?

0.572

0.467

Reliability of the Instruments
The internal consistency of the instrument used to extract data for this research
was measured using Cronbach's alpha. Ursachi et al. (2015) reported that internal
consistency is a correlational measure between different items of the same test.
Cronbach’s alpha is considered to be a calculation of the correlation of all possible pairs
of items. Ursachi et al. (2015) have reported that generally Cronbach’s alpha scores
between 0.6-0.7 indicate acceptable levels of reliability.
Maslach Burnout Inventory-Educators Survey (MBI-ES)
The reliability of the initial MBI-ES dimensions as measured using Cronbach’s
alpha were as follows: Emotional Exhaustion 0.90; Depersonalization 0.79; and Personal
Accomplishment 0.71. When the data for the MBI-ES was analyzed in the exploratory
factor analysis a two-factor model was generated. Items 4, 7, 9, 10, 20, 21, and 22 did not
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load on any factor. As such each of these items were subsequently removed one at a
time. Given the indication that these factors did not align with any factors indicating
validity of the instrument, the same items were removed when conducting Cronbach’s
alpha.
The Cronbach’s alpha for Maslach’s burnout inventory used in this research was
0.90 indicating acceptable reliability, where item 18 needed to be reversed. The sub-areas
of Emotional Exhaustion had 8 items (items 1, 2, 3, 8, 11, 12, 13, 14, and 20) with a
reliability score of 0.92. Depersonalization consisted of 7 items (5, 6, 15, 16, 17, 18 and
19) with a Cronbach’s alpha of 0.79. Items 12, 17, 18 and 19 were reversed.

Trait Emotional Intelligence Questionnaire Short Form (TEIQue-SF)
The internal consistency of the TEIQue was initially measured by Cronbach's
alpha. For the full version of the instrument as calculated by Petrides (2009) yielded a
Cronbach’s score of 0.94 was calculated and a score of 0.7 was calculated for the
shortened version. It was important to use the shortened version of the TEIQue to avoid
respondent fatigue and maximize completion of the instrument.
For the present study when assessing validity of the TEIQue-SF a five-factor
model was generated. The fifth factor had only two items loaded that were greater than
the 0.4 cut off (items 2, 17). Given that acceptable factors should have at least three (3)
items with loadings greater than 0.4 a rotation by hand was done for a four-factor
analysis. Item 26 had a uniqueness variance greater than 0.8 and did not align with any of
the factors, so it was removed first. The following items were also removed one at a time
based on the largest uniqueness values first because they too did not align with any of the
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four factors: 1, 3, 6, 11, 18, 22, 23 and 29. As such eleven (11) items were removed, and
the reliability of the adjusted instrument was found.
The overall amended TEIQue-SF generated a reliability coefficient of 0.62 when
items 4, 20 and 21 were reversed, which indicates acceptable reliability as suggested by
Ursachi et al. (2015). Eight items (items 5, 8, 12, 13, 14, 16, 20, 28) represented wellbeing and generated a Cronbach's alpha of 0.84. The four (4) items (items 4, 15, 19, 30)
that seemed to measure self-control had a score of 0.7. The four (4) items (items 7, 10,
21, 25) in emotional regulation yielded a reliability coefficient of 0.68, while the three
(3) items (items 9, 24 and 27) in self-esteem had a Cronbach’s alpha of 0.53.
The Teacher’s Sense of Efficacy Scale- Short form (TSES-SF)
The Cronbach's alpha coefficient as was calculated by Öztürk et al. (2021) for the
TSES was 0.82 for student engagement, 0.86 for instructional strategies and 0.84 for
classroom management. The overall TSES had a reliability coefficient of 0.93 when
calculated in other studies (Öztürk et al., 2021).
The Cronbach’s alpha that was generated from the three-factor model in this study
was 0.918. This therefore shows that the reliability of the instrument remained consistent
with that of other studies
School Culture Scale (SCS)
The SCS that was created by Terzi (2005) consisted of 29 items with internal
consistency ranging from 0.77 to 0.82 for the subscales, and 0.85 for the overall test
(Higgins-D'Alessandro & Sadh, 1998).
Exploratory factor analysis used to examine the validity of the instrument
indicated that a three-factor fit the data well. Items 1, 2, 8, 10, 12, 17, 19, 20, 22, 26 and
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29 were removed because of high uniqueness values and cross loading. The removal of
those items brought the total items to be used in further analysis to 18. As such, these 18
were used in the analysis of the reliability of the instrument.
The twelve (12) items (items 6, 7, 9, 11, 16, 18, 21, 23, 24, 25, 27 and 28) that
represented a sense of community had a Cronbach’s alpha of 0.90. The three (3) items
(items 13, 14 and 15) that pertained to bureaucracy yielded a reliability coefficient of
0.761 and the three (3) items (items 3, 4 and 5) linked to task culture had a score of 0.62.
The overall SCS had a Cronbach’s alpha of 0.85. Items 16 and 23 were reversed.
Characteristics of the Sample
The characteristics for this sample was discussed by examining percentages,
frequencies and means. The online questionnaire was shared across various media which
included Facebook, WhatsApp and teacher emails. It was estimated to have reached
approximately 2000 potential participants of which 200 were required. Two hundred and
four persons eventually completed the questionnaire. However, because some
participants did not complete all items of the questionnaire the sample was further
reduced to 197. A summary of the demographic information can be found in Appendix E.
The sample consisted of 173 female teachers (88%) and 24 male teachers (12%).
Teachers from Trinidad and Tobago amounted to 101 participants (51%), while teachers
from Michigan, US were 96 (49%). Public/ Government school teachers made up 81%
(159 participants) and private SDA school teachers made up 19% of the sample (38
participants) (See Table 5). The Trinidad and Tobago participants consisted of 72 public/
government school teachers and 29 private SDA school teachers. The Michigan, US
sample consisted of 87 teachers from public/ government schools and nine private SDA
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school teachers. The teachers had an average of 14.792 years of experience with a
standard deviation of 8.414. Of the 197 participants 96% (185 participants) used
technology in their classroom with an average daily usage of approximately 4 hours. 86%
of the teachers surveyed felt confident in their knowledge of how to use technology (See
Table 5).

Table 5
Demographic Characteristics of the Sample
Demographic

Years of Experience

Technology Use

Teacher Burnout

M (SD)

M (SD)

Min (Max)

M (SD)

Min (Max)

Characteristic
N (%)

Min
(Max)

Gender (All)

197

14.49 (8.41)

1 (40)

3.72 (2.48)

0 (20)

47.11 (12.5)

21 (82)

Female

173 (88)

14.47 (8.17)

1 (40)

3.68 (2.5)

0 (20)

47.52 (12.55)

21 (82)

Male

24 (12)

17.08 (9.86)

1 (40)

3.90 (2.37)

1.5 (11)

44.12 (11.94)

22 (66)

Trinidad and Tobago

101 (51)

14.96 (7.72)

1 (40)

4.15 (2.07)

0 (12)

46.36 (14.15)

21 (82)

Michigan, US

96 (49)

14.61 (9.13)

1 (40)

3.17 (2.84)

0.5 (20)

47.91 (10.51)

22 (72)

Private SDA

38 (19)

14.89 (9.73)

1 (40)

4.06 (1.66)

1.5 (8)

39.58 (12.8)

21 (71)

Public

159 (81)

14.76 (8.10)

1 (38)

3.63 (2.66)

0.0 (20)

48.91 (11.77)

22 (82)

Nationality

School Type

Research Questions and Hypotheses
The primary purpose for this research is to answer the following questions and
test hypotheses that seek to shed light on the interaction between burnout and individual,
organizational, and transactional factors in public and private school teachers in Trinidad
and Tobago and in the state of Michigan in the US. The effect sizes of the various
analyses is conducted and reported to evaluate the magnitude of the differences

110

calculated. Coe (2002) reported that a Cohen’s d of 0.2 is considered small, medium is
0.5 and large is 0.8. The larger the effect size would indicate that better significance.
The research questions to be addressed include:
1. Are there any significant differences between Gender, Years of Teaching
Experience, Nationality, School Types, School Culture, Technology Use,
Emotional Intelligence and Teacher Self-Efficacy in overall Teacher Burnout?
To effectively analyze this research question MANOVA tests were performed.
Initially, an attempt to include all independent variables was done. However, due to the
limited number of cases in each of the cells generated one MANOVA could not
adequately analyze this research question. The variables of Gender, School Type,
Nationality and Technology Use had to be omitted from the MANOVA. As such a series
of MANOVAs were performed using the other variables (School Culture, Teacher SelfEfficacy and Emotional Intelligence).
The first analysis explored the differences in School Culture when compared with
the dependent variable of Emotional Exhaustion and Depersonalization. The results of
the analysis indicated that there was no statistical significance between School Culture
and on the dependent variables of, Emotional Exhaustion and Depersonalization (F(2,
193) = 2.329; p = 1.000; Wilks’ Lambda = 0.976).
When School Culture were compared against Emotional Exhaustion and
Depersonalization individually, it was noted that teachers who schools had higher School
Culture (M=29.12, SE=0.98) had significantly lower burnout than teachers who taught in
schools with lower School Culture (M=20.143, SE=4.081) (p = 0.024) scores.
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Further analysis involved the interaction between Teacher Self-Efficacy and
School Culture with Burnout. The results indicated that there is no statistically significant
interaction effect between Teacher Self-Efficacy and School Culture on the dependent
variables of, Emotional Exhaustion and Depersonalization (F(4, 378) = 0.451; p = 0.772;
Wilks’ Lambda = 0.991). Separately, when Teacher Self-Efficacy (M= levels were
compared against Burnout no statistical significance on the dependent variables of,
Emotional Exhaustion and Depersonalization were found (F(4, 378) = 1.177; p = 0.320;
Wilks’ Lambda = 0.976).
By extension, when the interactions of Teacher Self-Efficacy and School Culture
were analyzed against Emotional Exhaustion (p = 0.565) and Depersonalization (p =
0.817) individually, no significant interactions were observed.
On the third round of interaction analysis, the interaction between Teacher SelfEfficacy, School Culture and Emotional Intelligence (EI) with the dependent variables of
Emotional Exhaustion and Depersonalization were conducted. It was noted that EI was
significantly different when compared with Teacher Burnout (F(2, 188) = 3.401; p =
0.035; Wilks’ Lambda = 0.965). Further analysis of EI and Teacher Burnout showed that
for Emotional Exhaustion, EI was significantly different (F(1, 632.028) = 5.591; p =
0.019). However, when EI was compared against Depersonalization no significance was
found (F(1, 47.865) = 2.331; p = 0.128). In addition, it was found, that the interaction
between Teacher Self-Efficacy and School Culture with the dependent variables of
Emotional Exhaustion and Depersonalization, had no statistical significance (F(4, 376) =
.403; p = 0.806; Wilks’ Lambda = 0.991).
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Research Hypothesis 1a: Female teachers experience more burnout than male teachers.
Hypothesis 1a was assessed using an independent samples t-test and a MannWhitney Test. The Shapiro-Wilks test of normality concluded that for gender the
females’ sub-group in the analysis of males and females in the areas of Emotional
Exhaustion (W=0.954; p<0.001) and Depersonalization (W= 0.976; p=0.005) did not
meet the assumption of normality. The males were normally distributed for Emotional
Exhaustion (W=0.973; p=0.739) but, lacked normality for Depersonalization (W=0.897;
p= 0.018). For Teacher Burnout (the combination of all burnout factors) the ShapiroWilks test of normality indicated that both males (W=0.955; p=0.342) and females
(W=0.987; p=0.105) were normally distributed.
When assessing the assumption of equality of variance using the Levene’s test of
equality of variances Teacher Burnout (F=0.579; p=0.448), Emotional Exhaustion
(F=0.030; p=0.862) and Depersonalization (F=0.417; p=0.977) all met the assumption.
Gender differences for Teacher Burnout provided evidence that indicated females
had higher means than males. For Teacher Burnout, females had a mean of 47.5 (SD=
12.6) and males had a mean of 44.1 (SD=11.9) but an independent samples t-test showed
that no significant difference between males and females existed (t(195) = 1.251, p =
0.212).
In addition, due to the lack of normality for the Emotional Exhaustion, and
Depersonalization variables the Mann-Whitney Test was used to analyze the results. The
Mann-Whitney Test for Emotional Exhaustion indicated that there is no significant effect
for gender (U=2527.00, p = 0.85), despite females (M=29.3, SD=10.8) having higher
Teacher Burnout than males (M=25.6, SD= 10.9). The same was noted for
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Depersonalization where no significant differences were found (U=1838.00, p = 0.363)
between males (M= 18.5; SD=4.7) and females (M=18.3; SD= 4.5) (see Table 6).

Table 6
Male vs. Female Comparisons for Teacher Burnout and Sub-Areas (N=197)
Female

Male

t (195)/ U

p

Effect Size

M

SD

M

SD

Teacher Burnout

47.526

12.552

44.125

11.939

1.251

0.212

0.272

Emotional Exhaustion

29.266

10.827

25.583

10.886

2527.000

0.085

0.217

Depersonalization

18.260

4.478

18.542

4.746

1838.000

0.363

-0.115

Research Hypothesis 1b: Teachers with less experience have more burnout.
Multiple Pearson’s correlations was used to test the hypothesis that teachers with
less years of Teaching Experience would experience higher levels of Teacher Burnout,
Emotional Exhaustion and Depersonalization. The results indicated that indeed teachers
with less years of Teaching Experience had a small significant relationship with
Emotional Exhaustion (r=-0.161, p=0.024). A small significant relationship was also
seen, where less years of Teaching Experience resulted in higher Depersonalization (r=0.158, p=0.026). Years of Teaching Experience with Teacher Burnout showed a small
negative relationship but this relationship was not statistically significant (r=-0.131,
p=0.066) (See Table 7).
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Table 7
Correlations between Teacher Burnout with its Sub-Areas and Years of Experience
1

1. Teacher

2

3

—

Experience

2. Teacher Burnout

3. Emotional

-0.131

—

-0.161*

0.904***

—

-0.158*

0.688***

0.461***

Exhaustion
4. Depersonalization

* p < .05, ** p < .01, *** p < .001

Research Hypothesis 1c: Michigan, US states teachers will have higher burnout scores
than teachers from Trinidad and Tobago.
Hypothesis 1c was assessed using independent samples t-tests and Mann-Whitney
Tests. The Shapiro-Wilks test of normality revealed that for both countries in the areas of
Emotional Exhaustion (Trinidad and Tobago: W=0.954; p=0.002; Michigan, US:
W=0.958; p=0.004), Depersonalization (Trinidad and Tobago: W=0.955; p=0.002;
Michigan, US: W=0.950; p=0.001) the assumption of normality was not met. For
Teacher Burnout the Shapiro-Wilks test of normality indicated that the data for both
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Trinidad and Tobago teachers (W=0.977; p=0.078) and Michigan, US teachers
(W=0.981; p=0.177) were normally distributed.
When assessing the assumption of equality of variance using the Levene’s test of
equality of variances Teacher Burnout (F=12.634; p<0.001) and Emotional Exhaustion
(F=8.641; p=0.004) had unequal variances and as such the assumption of equality of
variance was not met. However, for Depersonalization (F=2.659; p=0.105) the Levene’s
Test for Equality of Variances indicated that equal variances for Trinidad and Tobago
and Michigan, US teachers were equal.
For Teacher Burnout in Michigan, US teachers had a mean of 47.9 (SD= 10.5)
while Trinidad and Tobago teachers had a mean of 46.4 (SD=14.1), but this difference
was not significant (U= 4486.50, p = 0.367).
For Emotional Exhaustion a Mann-Whitney test showed that, Michigan, US
teachers had significantly higher Teacher Burnout (M=30.6, SD=9.5) than Trinidad and
Tobago teachers (M=27.1, SD= 11.8) (U= 4031.00, p = 0.041).
When comparing means for Depersonalization using the Mann-Whitney Test it
was found that Trinidad and Tobago teachers (M= 19.2; SD=4.9) had significantly higher
(U=6046.00, p = 0.003) Teacher Burnout than Michigan, US teachers (M=17.3; SD=3.8).
This difference accounted for approximately 25% of the variance (Rank Biserial
Correlation=0.247) (see Table 8).
The results of this analysis indicated that the null hypothesis will be rejected since
Michigan, US teachers had significantly higher Emotional Exhaustion burnout than
Trinidad and Tobago teachers.
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Table 8
Trinidad and Tobago vs. Michigan, US Comparisons for Teacher Burnout and Sub-Areas
Trinidad and
Tobago

United States of
America

U

p

Effect
Size

M

SD

M

SD

Teacher Burnout

46.356

14.148

47.906

10.506

4486.500

0.367

-0.075

Emotional Exhaustion

27.109

11.802

30.615

9.537

4031.000

0.041

-0.169

Depersonalization

19.248

4.936

17.292

3.761

6046.000

0.003

0.247

Research Hypothesis 1d: Private school teachers will experience more burnout than
public school teachers.
To assess Hypothesis 1d an independent samples t-test, a Mann-Whitney Test
were used. The Shapiro-Wilks test of normality revealed that for School Type the public/
government school teachers’ sub-group in the analysis public/ government school
teachers and private SDA school teachers in the areas of Emotional Exhaustion
(W=0.963; p<0.001), Depersonalization (W= 0.976; p=0.007) did not meet the
assumption of normality. The private SDA school teachers also did not meet the
assumption of normality for Emotional Exhaustion (W=0.939; p=0.040). For Teacher
Burnout the Shapiro-Wilks test of normality indicated that both public/ government
school teachers (W=0.990; p=0.310) and private SDA school teachers (W=0.980;
p=0.712), along with private SDA school teachers for Depersonalization (W=0.981; p=
0.754) were all normally distributed.

117

When assessing the assumption of equality of variance using the Levene’s Test of
Equality of Variances Teacher Burnout (F=0.743; p=0.390) and Depersonalization
(F=0.048; p=0.827) all met the assumption. However, data collected on Emotional
Exhaustion (F=4.020; p=0.046) indicated that the assumption of equality of variance was
not met.
School Type differences for Teacher Burnout, Emotional Exhaustion, and
Depersonalization provided evidence that indicated public/ government school teachers
had higher means on these variables than private SDA school teachers. For Teacher
Burnout, public/ government school teachers had significantly higher Teacher Burnout
(M=48.9, SD= 11.8) then their private SDA counterparts (M=39.6, SD=12.8) (t(195) = 4.317, p<0.001). This difference accounted for approximately 78% of the variance in
Teacher Burnout.
As a result of the lack of normality for the Emotional Exhaustion and
Depersonalization variables the Mann-Whitney Test was used to analyze the results. For
Emotional Exhaustion the Mann-Whitney Test indicated that public/ government school
teachers (M=30.6, SD=10.0) had significantly higher Emotional Exhaustion than private
SDA school teachers (M=21.5, SD= 11.4) (U= 1690.00, p<0.001). The differences across
Emotional Exhaustion explained approximately 44% of the variance (see Table 9).
The Mann-Whitney Test also revealed that the negligible differences between
public/ government school teachers (M= 18.3; SD=4.5) and private SDA school teachers
(M=18.1; SD=4.5) on Depersonalization were not statistically significant (U= 29.28.000,
p = 0.769).
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The results of this analysis indicated that private SDA school teachers did not
have significantly higher Teacher Burnout than other public/ government school teachers.
Hence, the researcher would fail to reject the null hypothesis.

Table 9
Private vs. Public/ Government Comparisons for Teacher Burnout and Sub-Areas
Private SDA School

Public/ Government
School

t (195)/ U

p

Effect Size

M

SD

M

SD

Teacher Burnout

39.579

12.799

48.912

11.770

-4.317

< .001

-0.780

Emotional Exhaustion

21.500

11.392

30.566

10.016

1690.00

< .001

-0.441

Depersonalization

18.346

4.510

18.079

4.510

2928.00

0.769

-0.031

Research Hypothesis 1e: Teachers from schools with stronger School Culture will have
lower burnout.
In order to test Hypothesis 1e, a Pearson’s correlation test between Teacher
Burnout and School Culture along with their various sub-areas was performed. The
results revealed that Teacher Burnout when compared with School Culture, Teacher
Burnout had a negative weak significant relationship with School Culture (r=-0.259,
p<0.001), and sense of community (r=-0.291, p<0.001). Additionally, lower levels of
Emotional Exhaustion burnout were significantly correlated to higher levels of sense of
community (r=-0.350, p<0.001); task culture (r=-0.173, p=0.015) and School Culture (r=0.333, p<0.001). It was also observed that significant negative correlations between
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Depersonalization burnout and sense of community (r=-0.338, p<0.001) and School
Culture (r=-0.238, p<0.001) existed. Interestingly, higher levels of Depersonalization
burnout resulted in significantly higher levels of bureaucracy (r=0.210, p=0.003) (see
Table 10).

Table 10
Correlations between Teacher Burnout and School Culture
Variable

Teacher Burnout

***

Emotional Exhaustion

Sense of
Community

-0.291

Bureaucracy

0.065

0.011

Task Culture

-0.139

-0.173

*

-0.092

School Culture

-0.259

-0.333

***

-0.238

***

-0.350

***

Depersonalization

-0.338

***

0.210

**

***

Research Hypothesis 1f: Teachers who use technology more will have higher Teacher
Burnout.
Hypothesis 1f was tested by comparing means for persons who use and do not use
technology, along with correlating hours of technology use with Teacher Burnout. A
comparison of means between teachers’ Technology Use and Teacher Burnout was also
performed to test hypothesis 1f. The Shapiro-Wilks test of normality revealed that for
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Technology Use, teachers who used technology in their classes were not normally
distributed in the areas of Emotional Exhaustion (W=0.960; p<0.001), Depersonalization
and (W= 0.982; p=0.020). Teachers who did not use technology in the classroom met the
assumption of normality for Emotional Exhaustion (W=0.971; p=0.921). For Teacher
Burnout the Shapiro-Wilks test of normality indicated that both teachers who used
technology in the classroom (W=0.987; p=0.077) and teachers who did not use
technology in the classroom (W=0.993; p=1.000) were normally distributed.
When assessing the assumption of equality of variance using the Levene’s test of
equality of variances Teacher Burnout (F=1.026; p=0.312), Emotional Exhaustion
(F=1.105; p=0.295) and Depersonalization (F=0.312; p=0.574) all met the assumption.
As a result of the lack of normality for the Emotional Exhaustion and
Depersonalization variables the Welch’s Test for Unequal Variances was used to analyze
the results. For Emotional Exhaustion teachers who did not use technology in their
classrooms (M=31.0, SD=9.3) had higher Emotional Exhaustion than teachers who used
technology in their classrooms (M=28.7, SD= 11.0) but this difference was not
significant (U=1217.500, p=0.576). When comparing means for Depersonalization, no
significant difference (U=1080.500, p=0.879) between teachers who used technology in
their classrooms (M= 18.3; SD=4.5) and teachers who did not use technology in their
classrooms (M=17.7; SD=4.0) was observed (see Table 11).
The differences in technology use for overall Teacher Burnout was analyzed by
an independent samples t-test. The results showed that no significant difference between
teachers who used technology (M=47.0; SD=12.6) in their classrooms and teachers who
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did not use technology (M=48.7; SD=10.3) in their classrooms existed (t(195) = 0.444,
p=0.658) (see Table 11).
The results of this analysis indicated that the researcher would fail to reject the
null hypothesis since teachers who used technology in their classrooms did not have
significantly higher Teacher Burnout than teachers who did not use technology in their
classrooms.

Table 11
Technology Use Comparison for Teacher Burnout and Sub-Areas (N=195)
Did Not Use
Technology

Use Technology

t (195)/ U

p

Effect Size

M

SD

M

SD

Teacher Burnout

48.667

10.281

47.011

12.647

0.444

0.658

0.144

Emotional Exhaustion

31.000

9.332

28.676

10.973

1217.500

0.576

0.097

Depersonalization

17.667

4.008

18.335

4.537

1080.500

0.879

-0.027

Research Hypothesis 1g: Teachers with higher EI will have less burnout than teachers
with lower EI.
Hypothesis 1g was analyzed using Pearson’s bivariate correlations. From the
results generated it was found that higher levels of Emotional Exhaustion were
significantly correlated with self-control (r=0.316, p<0.001) and Emotional Intelligence
(r=0.148, p=0.038). An analysis of Depersonalization resulted in significant positive
relationships with self-control (r=0.281, p<0.001) and Emotional Intelligence (r=0.144,
p=0.043); and a significant negative relationship with sociability (r=-0.225, p=0.002).
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Teacher Burnout was positively and significantly correlated to both self-control (r=0.358,
p<0.001) and Emotional Intelligence (r=0.222, p=0.002) (see Table 12).
These results indicated that, for the most part, higher levels of Emotional
Intelligence were related to higher levels of Teacher Burnout. As such, the researcher
would fail to reject the null hypothesis.

Table 12
Correlation between Teacher Burnout and Emotional Intelligence
Variable

Teacher Burnout

Emotional Exhaustion

Depersonalization

Wellbeing

0.080

0.018

Self-Control

0.358 ***

0.316

Emotionality

0.013

-0.052

-0.005

-0.082

-0.108

-0.225

**

0.144

*

Sociability

Emotional
Intelligence

0.222 **

0.148

* p < .05, ** p < .01, *** p < .001
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0.098

***

*

0.281

***

Research Hypothesis 1h: Teachers with high Teacher Self-Efficacy will have lower
burnout scores than teachers with low Teacher Self-Efficacy.
Hypothesis 1h was tested using Pearson's correlation. The results yielded some
interesting findings. Higher levels of Depersonalization were significantly related to
lower levels of Teacher Self-Efficacy (r=-0.265, p<0.001, r2=0.07), instructional strategy
efficacy (r=-0.206, p=0.004, r2=0.042), student engagement efficacy (r=-0.219, p=0.002,
r2=0.048) and classroom management efficacy (r=-0.255, p<0.001, r2=0.065). As with
Depersonalization, higher levels of Emotional Exhaustion were significantly related to
lower levels of Teacher Self-Efficacy (r=-0.168, p=0.018, r2=0.028) and classroom
management efficacy (r=-0.244, p<0.001, r2=0.06) (see Table 13).

Table 13
Correlations between Teacher Burnout and Teacher Self-Efficacy
Variable

Teacher
Burnout

Emotional
Exhaustion

Depersonalization

Teacher SelfEfficacy

-0.125

-0.168 *

-0.265 ***

Instructional
Strategy

-0.049

-0.056

-0.206 **

Student
Engagement

-0.096

-0.139

-0.219 **
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Classroom
Management

-0.013

-0.244 ***

-0.255 ***

* p < .05, ** p < .01, *** p < .001

2. Can emotional intelligence predict Teacher Burnout for teachers in public and
private schools?

Research Hypothesis 2a: Higher levels of emotional intelligence will predict lower levels
of burnout in teachers in public and private schools.
A simple linear regression was used to test Hypothesis 2a. The model generated
showed that Emotional Intelligence significantly predicted Teacher Burnout [F (1, 195)
=10.130, p=0.002]. Emotional intelligence accounts for approximately 5% of the
variance in Teacher Burnout. The model generated from the linear regression was:
Teacher Burnout = 29.858 + 0.350 (emotional intelligence) (see Table 14).
Table 14
Results of Regression of Teacher Burnout on Emotional Intelligence
Predictor
Variables

Unstandardized

Emotional
Intelligence

0.350

Standard
Error

0.110

Standardized

0.222

t

3.183

Note: R²=0.049 (p=0.002)

3. Which factor (individual, organizational or transactional) is most highly
correlated with overall burnout?
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Research Hypothesis 3a Individual factors will be the most important factor for overall
burnout.
Hypothesis 3a was tested using a Stepwise Linear Regression. Gender, Teaching
Experience, Emotional Intelligence and Nationality were categorized and identified as
individual factors. Organizational factors were comprised of School Type and School
Culture variables. Teacher Self-Efficacy and Technology Usage were categorized under
transactional factors. The stepwise linear regression created two models where in each
model individual factors were omitted because no relationship was found between
individual factors and Teacher Burnout as predicted by the hypothesis.
However, Model 2 of the stepwise linear regression showed that organizational
factors (School Culture and School Type) could significantly predict Teacher Burnout [F
(1, 195) =29.256, p<0.001]. The results indicated that higher scores on organizational
factors could predict lower Teacher Burnout. This model generated an R²=0.13,
indicating that 13% of the variance can be explained by this model. As such it can be
noted that Teacher Burnout = 93.580 - 8.107 (organizational factors) (see Table 15).
The stepwise linear regression also generated a third model that included
organizational and transactional factors (teacher efficacy and technology usage). This
model was also significant [F (2, 194) =16.933, p<0.001]. Though this model was
significant the Standardized Beta scores indicated that organizational factors (0.370)
contributed to approximately three (3) times more to the model than transactional factors
(0.135). This model explained approximately 15% of the variance in Teacher Burnout is
accounted for by transactional and organizational factors. The regression model for
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Model 3 is: Teacher Burnout= 111.386 - 8.296 (organizational factors) - 4.362
(transactional factors) (see Table 15).
Based on the results generated by the Stepwise Linear Regression the researcher
will fail to reject the null hypothesis. The best model for predicting Teacher Burnout is
organizational factors.

Table 15
Results of Regression of Teacher Burnout on Organizational and Transactional Factors
Predictor
Variables

Unstandardized

Standard Error

Standardized

t

Model 2

Organizational
Factors

-8.107

1.499

-0.361

-5.409

Organizational
Factors

-8.296

1.490

-0.370

-5.569

Transactional
Factors

-4.362

2.144

-0.135

-2.035

Model 3

Note:

[Model 2: R²=0.130; p<0.001] [Model 3: R²=0.149; p<0.001]
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CHAPTER 5
SUMMARY, DISCUSSION AND CONCLUSIONS
Introduction
The purpose of this study was to investigate Teacher Burnout and its interactions
with individual factors (Gender, Years of Experience, Emotional Intelligence,
Nationality), organizational factors (School Type, School Culture), and transactional
factors (Technology Use, Teacher Self-Efficacy) in Trinidad and Tobago and the United
States. This chapter incorporates a summary of the research findings, discussions about
the major findings, recommendations for future research and limitations of this study.

Purpose of the Study
The purpose of this study was to investigate Teacher Burnout and its interactions
with individual factors, organizational factors and transactional factors for teachers in
Trinidad and Tobago and the state of Michigan in the United States. In addition, the
effects of burnout sub-areas (Emotional Exhaustion, Depersonalization and Personal
Accomplishment) and how they interact with individual factors (Gender, Years of
Experience, Emotional Intelligence, Nationality), organizational factors (School Type,
School Culture), and transactional factors (Technology Use, Teacher Self-Efficacy) was
also explored.
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Summary of Literature Review
The articles presented for the review of literature presented a discussion about the
variables that contribute to Teacher Burnout. Colomeischi (2015) stated that burnout is
considered to be a syndrome that stems from a person's perceptions of unmet needs and
unfulfilled expectations. Maslach and Leiter (2007) described burnout as a syndrome
involving psychological processes that result from Emotional Exhaustion,
Depersonalization, and diminished Personal Accomplishment in the workplace. It is
represented as a stressful experience that is rooted in a person’s own interpretation of
social relationships and needs. Furthermore, it has been characterized by increasing levels
of disillusionment that is accompanied by various symptoms, both psychological and
physical, that eventually lower the individual’s self-esteem.
Regarding burnout and gender, Antoniou et al. (2006) noted that female teachers
had higher occupational stress levels than male teachers. However, Jamshidirad et al.
(2012) found that no differences in gender existed for Malaysian teachers on Emotional
Exhaustion, Depersonalization and Personal Accomplishment. However, with a sample
size of 28, the results cannot be trusted.
Denton et al. (2013) have suggested that burnout seems to be a universal
phenomenon that has mixed effects in different societies. Denton et al. (2013) asserted
that these differences in burnout may be related to the involvement of political and
bureaucratic coercion as well as personal and professional commitment to community
through education.
The findings also showed mixed results where Blazer (2010) concluded that
burnout was the same despite School Type (public or private), and Öztürk et al. (2021)
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stated private schools actually have higher levels of Depersonalization, when compared
to public and religious schools. Conversely, Ferreira and Martinez (2012) concluded that
public schools showed greater Depersonalization burnout than private schools. While
none of the other studies showed significant differences with Personal Accomplishments,
Ferreira and Martinez (2012) did conclude that private schools showed higher levels of
burnout. However, the private schools referred to by Blazer (2010) and Ferreira and
Martinez (2012) are predominately for-profit private schools rather than religious private
schools as used in this study.
The similarities and differences presented in this literature review set the
foundation for the relevance of this research study. The gaps that exist indicate a need for
specificity and answers to questions relating to burnout with School Type. Gaps in the
area of Teacher Burnout and nationality, along with use of technology are areas that this
research seeks to fill, because a thorough examination of literature indicated that
information in these areas were minimal. In order to fill these gaps effectively, certain
research errors such as incorrect data analytical techniques that were noted in the
literature review were avoided. As such accurate data analysis to answer research
questions were employed along with in-depth analysis of validity and reliability of the
instruments used.
Research best practices were also used in factor analysis and all appropriate
assumptions were examined for parametric tests. The Kaiser-Meyer-Olkin (KMO) and
Bartlett’s Test of Sphericity were employed to measure the sampling adequacy by
checking the case to variable ratio of the analysis being conducted. Parallel analysis was
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used as the preferred factor extraction method as this is a more sophisticated measure for
retaining factors (Hahs-Vaughn, 2017).
The literature showed that individual, organizational and transactional factors all
affect Teacher Burnout. The literature therefore piqued an interest to observe the levels of
Teacher Burnout for the chosen sample, as an investigation into how Gender, Years of
Experience, School Type and School Culture would affect Teacher Burnout in Trinidad
and Tobago and the United States.

Summary of Methodology
The research design for this research was aligned with those of a quantitative
approach. An appropriate research design for this study was a cross-sectional research
design. Cross-sectional research is used when studying multiple groups of persons and
data is collected once. For this research the two groups to be studied were teachers in
public and private schools.
The questionnaire used in this research contained five sections: Section 1Teacher Burnout; Section 2- Emotional Intelligence; Section 3- School Culture; Section
4-Teacher Teacher Self-Efficacy; Section 5- Demographic Information. The instrument
had primarily closed and semi-closed ended items.
To explore the depth of this research topic the Maslach Burnout InventoryEducators Survey (MBI-ES) was used to measure teacher burnout. MBI-ES assessed
burnout by generating scores along the categories of Emotional Exhaustion (exploring
issues of fatigue or stress), Depersonalization (referring to feelings of callousness or
indifference), and Personal Accomplishment (measuring feelings of enthusiasm). The
reliability of the MBI-ES dimensions as shared by Maslach and Leiter (1997) when
131

measured using the Cronbach’s alpha were as follows: Emotional Exhaustion 0.90;
Depersonalization 0.79; and Personal Accomplishment 0.71.
The construct of Emotional Intelligence was measured through the use of the Trait
Emotional Intelligence Questionnaire Short Form (TEIQue-SF) (Petrides, 2009). The
TEIQue-SF is a 30-item instrument where items were selected based on correlations of
items and corresponding total factor scores. The items response scale is a 7-point Likert
scale with 1 representing strongly disagree and 7 representing strongly agree. The
internal consistency as measured by the Cronbach’s alpha, of the instrument in its full
version is 0.94 and in the shortened version is 0.70.
School Culture was assessed using the Terzi (2005) School Culture Scale (SCS)
which was developed after extensive validity measures. The SCS consists of 29 items
with internal consistency ranging from 0.77 to 0.82 for the subscales, and 0.85 for the
overall test (Higgins-D'Alessandro & Sadh, 1998).
The Teacher’s Sense of Efficacy Scale-Short form (TSES-SF) was used to assess
Teacher Self-Efficacy in Section 4 of the instrument. It consisted of 12 items with three
combined subscales- efficacy for student engagement, efficacy for instructional
strategies, and efficacy for classroom management- from the original TSES. The TSESES is a 9-point Likert scale (1: never; 9: always), with higher scores indicating better
Teacher Self-Efficacy. The TSES-SF had a Cronbach’s alpha of 0.87 (McLean et al.,
2019).
Data quality was validated in the research by: 1. Ensuring participants that
confidentiality and anonymity was maintained, to increase the chances of truthful
responses; 2. Using repeat questions to recognize possible inconsistencies; 3. Minimizing
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the amount of questions to avoid participant fatigue; 4. Assessing content validity
through the use of multiple professionals in the area to assure the questions were clear,
thorough and applicable to the participants to avoid any ambiguity and guessing; 5.
Assessing construct validity by evaluating instruments through principal axis exploratory
factor analysis of data from previous studies on similar populations, and on current data
for each instrument and; 6. Assessing concurrent validity through evaluating incremental
validity studies where instruments were compared with previously established valid
measures.

Summary of Major Findings
The sample consisted of 197 participants. One hundred and seventy-three were
female teachers (88%) and twenty-four were male (12%). This demographic statistic
while unbalanced represents the current trend seen in the teaching profession. Data from
Trinidad and Tobago and Michigan, USA indicates that female teachers make up
approximately 76% of the workforce while male teachers represent 24% (Central
Statistical Office of Trinidad and Tobago, 2020; National Center for Education Statistics,
2021).
There were 101 teachers from Trinidad and Tobago and 97 from Michigan, US.
Public/Government school teachers made up 81% of the sample and private SDA school
teachers made up 19%. For Trinidad and Tobago 72 teachers were public/ government
school teachers and 29 were private SDA school teachers. The Michigan, US sample
consisted of 87 teachers from public/ government schools and 9 from private SDA
schools. The teachers had an average of 14.792 years of experience with a standard
deviation of 8.414. Of the 197 participants 96% (185 participants) used technology in
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their classroom with an average daily usage of approximately 4 hours. 86% of the
teachers surveyed felt confident in their knowledge of how to use technology.
The Maslach Burnout Inventory-Educators Survey (MBI-ES), Trait Emotional
Intelligence Questionnaire-short form (TEIQue-SF), School Culture Scale (SCS) and
Teacher’s Sense of Efficacy Scale- short form (TSES-SF) were all used to collect data.
Each instrument was checked for validity and reliability. Ursachi et al. (2015) have
reported that generally Cronbach’s alpha scores between 0.6-0.7 indicate acceptable
levels of reliability. For validity, Stevens (2002) suggested that factor loadings of 0.4 or
greater are considered best for this research, since it explains approximately 16% of the
variance being measured for a sample of 200. Since the sample for this research was 197,
which is approximately, a cut-off of 0.4 was used.
When evaluating the MBI-ES for validity using oblique exploratory factor
analysis with a principal axis factoring estimation method, two distinct factors were
present. Items 4, 7, 9, 10, 20, 21, and 22 did not load on any factor. As such each of
these items were subsequently removed one at a time. These two (2) factors explained
44.3% of the variance (See Table 1). This two-factor model was also found to have good
fit when examined using confirmatory factor analysis. The two factors generated had
items that aligned with the original Emotional Exhaustion and Depersonalization subareas of Teacher Burnout. This meant that no items aligned with a third factor (possibly
Personal Accomplishment). The Cronbach’s alpha for Maslach’s burnout inventory used
in this research was 0.90 indicating acceptable reliability. The sub-areas of Emotional
Exhaustion had a reliability score of 0.92. Depersonalization had a Cronbach’s alpha of
0.79.
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The validity of the TEIQue-SF was done using parallel analysis, with principal
axis factoring and oblique oblimin rotation and a five-factor model was generated. The
fifth factor had only two items loaded that were greater than the 0.4 cut off (items 2, 17).
Given that acceptable factors should have at least three (3) items with loadings greater
than 0.4 a four-factor analysis model was conducted. This four-factor model explained
approximately 44% of the variance. This four-factor model was shown to have adequate
fit. The reliability of the TEIQue-SF as found by using Cronbach’s alpha was 0.75 and
was found to be consistent with Petrides (2009) the original creator of the TEIQue-SF.
The reliability of the TSES-SF when using Cronbach’s was 0.912. This therefore
shows that the reliability of the instrument remained consistent with researchers such as
Öztürk et al. (2021). When assessing the validity for the TSES-SF parallel analysis
yielded a three-factor model as was also supported by Öztürk et al. (2021). This model
explained approximately 60% of the variance of the construct. Confirmatory factor
analysis conformed that the three-factor model had good fit.
The validity analysis for the SCS was conducted initially by testing its content
validity for use in Trinidad and Tobago since this instrument was never used in this
region before. This was done by having various education and research evaluate the
content of the instrument and provide feedback. The instrument was forwarded to two
school administrators, two school teachers, one teacher training professional and
one social researcher to have the instrument reviewed for content validity. One comment
was submitted and reviewed. Item 26 on the original SCS was reworded after input from
the validating professionals. Additionally, the construct validity was assessed using a
principal axis exploratory factor analysis with oblique rotation. The initial parallel
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analysis yielded four factors as was established in the literature, but the scree plot
indicated three factors. However, the four-factor model was not supported with
confirmatory factor analysis. Subsequently, a three-factor extraction was conducted and
three (3) factors accounted for 46.8% of the variance. This three-factor model was found
to have adequate fit.
The reliability and validity findings suggest that the data produced by all
instruments used can considered adequately reliable and valid. This is important because
reliability and validity measures the quality of the data collected. This finding suggests
that the data and its results can be trusted.
To initially address the first research question and subsequent hypotheses, a
MANOVA was attempted. However, due to the limited number of cases in each of the
cells generated one MANOVA could not adequately analyze this research question. As
such a series of MANOVAs were performed using the other variables (School Culture,
Teacher Self-Efficacy and Emotional Intelligence).
The first analysis explored the differences in School Culture when compared with
the dependent variables of Emotional Exhaustion and Depersonalization. The results of
the analysis indicated that there was no statistical significance between School Culture
and the dependent variables of Emotional Exhaustion and Depersonalization (F(2, 193) =
2.329; p = 1.000; Wilks’ Lambda = 0.976).
When Teacher Self-Efficacy, School Culture and Emotional Intelligence (EI) was
analyzed with the dependent variables of Emotional Exhaustion and Depersonalization, it
was found that EI was significantly different when compared with Teacher Burnout.

136

Additionally, when observing the interaction between EI and Emotional Exhaustion,
Emotional Exhaustion was significantly different for EI.
Due to the lack of sufficient participants to populate the cells for all the variables
with the MANOVA, a series of bivariate analysis were performed to evaluate the various
hypotheses.
Hypothesis 1a explored gender differences for Teacher Burnout, Emotional
Exhaustion and Depersonalization. Multiple Mann-Whitney tests revealed that while
differences between males and females on Emotional Exhaustion and Depersonalization
were noted these differences were not statistically significant. These findings suggest that
Teacher Burnout is not affected by gender as was previously taught by researchers such
as Purvanova and Muros (2010), Antoniou et al. (2006) and Jamshidirad et al. (2012).
Hypothesis 1b tested whether teachers with less experience would have higher
levels of burnout. Pearson's correlation was used to test the hypothesis and the results
indicated that teachers who had higher Emotional Exhaustion had less years of Teaching
Experience. Similar results were noted for Depersonalization where teachers with less
years of Teaching Experience had higher Depersonalization.
Country differences for Emotional Exhaustion was tested under Hypothesis 1c.
The results provided evidence that indicated Michigan, US teachers had higher Emotional
Exhaustion. Mann-Whitney Tests revealed that the mean differences between Trinidad
and Tobago teachers and Michigan, US teachers on Emotional Exhaustion was
statistically significant, with an effect size accounting for approximately 17% of the
variance.
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Hypothesis 1d assessed Emotional Exhaustion and School Type. Another
significant finding was generated from the Mann-Whitney Test, which revealed that
public/ government school teachers had significantly higher Emotional Exhaustion than
their private SDA school teacher counterparts.
Teacher Burnout and School Culture was assessed in Hypothesis 1e. The results
of a series of Pearson’s correlation analyses revealed that lower levels of Emotional
Exhaustion burnout were significantly correlated to higher levels of School Culture. In
addition, higher levels of Depersonalization burnout resulted in significantly higher
levels of Bureaucracy. These findings are important because it can be clearly seen that
schools with stronger School Culture and less Bureaucracy had teachers with lower
Emotional Exhaustion and Depersonalization burnout.
Hypothesis 1f was tested using Mann-Whitney Tests to assess whether teachers
who use technology more will have higher Emotional Exhaustion or Depersonalization in
two separate tests. The results revealed that while differences between teachers who used
technology in their classrooms and teachers who did not use technology in their
classrooms on Emotional Exhaustion were noted, these differences were not statistically
significant. The results were similar for Depersonalization, where no significant
difference was noted for technology use.
Hypothesis 1g stated that, teachers with higher EI will have less burnout than
teachers with lower EI. The results showed that higher levels of Emotional Exhaustion
were significantly correlated with higher levels of Self-Control. Higher levels of
Emotional Exhaustion also resulted in higher Emotional Intelligence. For
Depersonalization, it was found that higher Depersonalization resulted in higher
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Emotional Intelligence. Depersonalization also had a significant negative relationship
with Sociability. This finding highlights the notion that teachers who have more burnout
in Emotional Exhaustion and Depersonalization will also exhibit higher Emotional
Intelligence. This is significant because it contradicts findings presented by researchers
such as Fiorilli et al. (2019), Vaezi and Fallah (2011) and Martínez-Monteagudo et al.
(2019).
Hypothesis 1h tested whether teachers with high Teacher Self-Efficacy will have
lower burnout scores than teachers with low Teacher Self-Efficacy. It was found that the
teachers who demonstrated higher Teacher Self-Efficacy had significantly lower scores
on Depersonalization. The results were similar for Emotional Exhaustion, where higher
Teacher Self-Efficacy had significantly lower scores on Emotional Exhaustion. As a
teacher becomes more knowledgeable and confident about their profession and ability to
do their job, their inclination to burnout is reduced.
The initial findings of the previous hypotheses show that when each variable is
independently assessed with Teacher Burnout significant differences exist in Teacher
Burnout between School Types, School Culture and Emotional Intelligence. Emotional
Exhaustion was significantly different for Years of Experience, Nationality, School
Types, School Culture, Emotional Intelligence and Teacher Self-Efficacy.
Depersonalization was significantly different for Years of Experience, Nationality,
School Culture, Emotional Intelligence and Teacher Self-Efficacy.
Hypothesis 2 sought to test the idea that higher levels of Emotional Intelligence
will predict lower levels of burnout in teachers in public and private schools. A simple
linear regression was used to test Hypothesis 2. The model generated showed that
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Emotional Intelligence does significantly predict Teacher Burnout for the individuals
sampled. This analysis also highlighted the fact that while Emotional Intelligence scores
can significantly predict Teacher Burnout, the relationship between the two factors are
positive. This indicates that persons with higher EI also experienced higher Teacher
Burnout scores. This finding is important as it shows that not only are the variables
related but that EI can be used as a tool to predict Teacher’s Burnout, accounting for
approximately 5% of the variance of Teacher Burnout.
Hypothesis 3 was tested using a stepwise linear regression. The hypothesis tested
stated that the individual factors (Gender, EI, Nationality and Years of Experience) will
be the most important factor that affects overall burnout. A stepwise regression was used
to test this hypothesis. The analysis generated three models where in each model the
combined construct ‘individual factors’ was omitted because no relationship was found
between individual factors and Teacher Burnout as predicted by the hypothesis.
However, Model 2 of the stepwise linear regression showed that organizational
factors (School Culture and School Type) could significantly predict Teacher Burnout.
The results indicated that higher scores on organizational factors yielded lower Teacher
Burnout scores. A third model that included organizational and transactional factors
(Teacher Self-Efficacy and Technology Use) was also generated and found to
significantly predict Teacher Burnout. This model accounted for approximately 13% of
the explained variance. However, the combined items that made up transactional factors
contributed minimally to Model 3, making Model 2 the better option. As such, it was
concluded that rather than individual factors, organizational factors actually affected
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Teacher Burnout the most. Within the organizational factors, School Culture had the
greatest impact on Teacher Burnout.

Discussion
Reliability and Validity of the Instrument
Reliability and validity in the research process is important because it assesses the
quality of the data collected. Validity and reliability analysis of the instruments used in
this research was pivotal because use of the instrument within Trinidad and Tobago did
not exist at the time this research was conducted. As was stated in Chapter 3 the most
appropriate factor loading based on a sample size of 200 was 0.4. However, this study
had a sample size of 197 and the cut-off of 0.4 was still used, given the approximate
sample size of 200. In addition, it was found that parallel analysis was one of the more
sophisticated measures of factor extraction. These rules therefore guided the factor
extraction process in this study and was used for all four instruments.
The MBI-ES when evaluated for validity using oblique exploratory factor analysis
with a principal axis factoring estimation method it was noted that two distinct factors
were present. The original 22 items were reduced to 17 items. The validity results from
this research were not supported by Denton et al. (2013) since different items loaded on
the factors that were generated. Also, this study generated a two-factor model with the
omission of items that aligned with Personal Accomplishment. This is a clear deviation
from Denton et al. (2013). This may have resulted because the way the items were
conceptualized by the research subjects.
However, it was noted that like Denton et al. (2013) similar items did load on the
Emotional Exhaustion factor. Similarly, when the reliability of the MBI-ES was
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considered, the results aligned with Galanakis et al. (2009) showing that while the
reliability of the MBI-ES is good, Emotional Exhaustion had the strongest internal
consistency as was also noted in the original MBI-ES analysis. Leither and Maslash
(1988) asserted that Emotional Exhaustion was the defining factor in Teacher Burnout.
The results from this reliability analysis suggests that this is accurate.
Emotional Exhaustion was seen to be the dominating factor of Teacher Burnout
within this sample, and this may be due to the global COVID-19 pandemic occurring at
the time the data was collected. While the other areas of burnout are important Emotional
Exhaustion may have proved to be the most significantly affected because the levels of
isolation, reduced physical touch and increased technology usage experienced during this
time.
The validity of the TEIQue-SF was justified through a four-factor model and was
this was also observed in literature. A similar four-factor structure of the TEIQue-SF was
noted by Deniz et al. (2013), Snowden et al. (2015) and Andrei et al. (2015). This is clear
indication that similar to findings by Siegling et al. (2015) and Andrei et al. (2016)
TEIQue-SF measure more than personality and adequately reflects a measure of
emotional intelligence. The reliability of the TEIQue-SF was found to be consistent with
the original TEIQue-SF of 0.7 (Petrides, 2009).
The TSES-SF’s three factor model was noted as similar to likes Heneman III et al.
(2006) and Klassen et al. (2009) who also concluded that TSES-SF was best supported by
a three-factor model. This may be the result of strong construct validity and interpretation
of items. When construct validity is strong the concepts measured are transferable across
various samples.
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Research Question 1
Individual Factors
The first research question addressed differences between Gender, Teaching
Experience, Nationality, School Types, School Culture, Technology Use, Emotional
Intelligence and Teacher Self-Efficacy in Teacher Burnout. While the answer to this
question required multivariate analysis, due to the limitations of sample size, the
necessary number of cases in each cell needed for this type of analysis was not possible
for all variables. MANOVA and bi-variate analyses was conducted. Bi-variate analysis
does not control for the effects of confounding variables. It does not account for how one
variable affects the other and to what extent factors interact (Bertani et al., 2018). As a
result each independent variable and its interaction with Teacher Burnout was addressed.
This served as a limitation because multiple interactions of the independent variables
with Teacher Burnout were not possible.
Based on data it was noted that while females had higher means for overall
Teacher Burnout and Emotional Exhaustion, and males had higher Depersonalization,
these differences were not statistically significant.
These results contradicted Antoniou et al. (2006), who noted that female teachers
had higher occupational stress levels than male teachers; and Ogus et al. (1990) who
found that male educators were more susceptible to burnout than their female colleagues.
The results of this study indicated that there was no significant difference in Teacher
Burnout between males and females. The results aligned with Jamshidirad et al. (2012)
who, in their study, focused on the impact of Gender on Teacher Burnout levels.
Jamshidirad et al. (2012) found that no differences in gender were revealed for any of the
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burnout sub-areas. However, the sample size was quite small (28 participants: 14 females
and 14 males) and would have affected the variability of the results. Similarly, with this
research, the male representation (24 participants) when compared with the females (173
participants) could have accounted for the lack of significant differences (more males
were needed for a better comparison). In addition, the study by Purvanova and Muros
(2010) revealed that Gender does not independently affect Teacher Burnout which could
be seen in these results since participants do show moderate levels of burnout.
When comparing Teacher Burnout and Years of Experience it was noted that
teachers with less years of Teaching Experience had a small significant relationship with
Emotional Exhaustion and Depersonalization. These small correlations indicate that
though there is significance, more research is needed in order speak definitively about
these findings. The findings of this research are mirrored in research conducted by
Landeche (2009) who reported that Teacher Burnout in relation to Depersonalization was
higher in less experienced teachers, and negatively moderate for Emotional Exhaustion.
Fiorilli et al. (2019) have suggested that these differences may be the result of differences
in teacher’s social support which can serve as a mediating factor for Teacher Burnout.
Timms et al. (2006) stated differences in Teacher Burnout and Teaching Experience may
also be a result of confidence levels, trustworthiness and support from school
administration. When these factors are not present, and teachers are fairly new to the
profession it can result in higher levels of Teacher Burnout.
Nationality and Teacher Burnout presented an interesting set of findings. The
results indicated that Michigan, US teachers had significantly higher Emotional
Exhaustion means than Trinidad and Tobago teachers. Denton et al. (2013) in their study
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noted some of these same findings. Denton et al. (2013) found that NYC teachers’
burnout was significantly affected by their emotions and had higher Emotional
Exhaustion than their Jamaican counterparts. They reported that these lower Emotional
Exhaustion scores could be due to differences in political and administrative factors and
how they affect education. This finding suggested that educators who were able to direct
more of their attention to actual teaching and less on administrative or political factors,
presented lower Emotional Exhaustion burnout scores. It must be noted that while there is
statistical significance the effect size for this analysis is small (see Chapter 4). This effect
size therefore renders these findings limited and more research is needed to better
understand the results.
When exploring differences in EI and Teacher Burnout the results contradict the
likes of Fiorilli et al. (2019); Vaezi and Fallah (2011); Pishghadam and Sahebjam (2012)
and Martínez-Monteagudo et al. (2019). In the previous studies the authors indicate that
higher emotional intelligence results in lower Teacher Burnout. However, the results
showed that higher levels of Emotional Exhaustion and Depersonalization were
significantly correlated with higher levels of Self-Control and Emotional Intelligence.
Depersonalization had a significant negative relationship with Sociability. This indicates
that teachers who are more burnt out in Emotional Exhaustion and Depersonalization
also exhibited higher Emotional intelligence albeit that the relationships were considered
weak.
These results can indicate that teachers, though burnt out, may be using their
Emotional Intelligence as a way to cope with the stressors of the job. When examining
the number of hours teachers are spending using technology (approximately 4 hours out
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of a 6-hour school day), managing their classes and homes simultaneously, and trying to
manage their mental health during a global pandemic, it appears that teachers though
Emotionally Intelligent are still experiencing burnout. The results of this study indicated
that teachers are experiencing higher levels of emotional Self-Control and higher levels of
Teacher Burnout at the same time.
Bousquet (2012) suggested that Teacher Burnout is rooted in an interaction
between environmental and physiological factors, meaning that burnout is predicted by
the relationship between the human body and one’s environment. The results showed that
even though teachers possessed higher self-control emotional intelligence, participants
were still burnt out because of the various environmental factors that exist at the time of
conducting this study.
It is the opinion of the researcher that because teachers had to cope with the
immediate transition to online learning with no preparation or adequate support from
administrators this could have affected both Emotional Intelligence and Teacher Burnout.
As a result of the sudden thrust of the global pandemic teacher mentoring was at an alltime low, because worldwide, all teachers were experiencing the same sudden changes
and were struggling to cope. These conditions may explain why the relationship between
Teacher’s Emotional Intelligence and Teacher Burnout were positive.
Organizational Factors
Hypothesis 1d assessed Teacher Burnout and School Type. The Welch’s Test for
Unequal Variances revealed that public/government school teachers had significantly
higher Emotional Exhaustion than their private SDA school teacher counterparts. The
differences in School Type for Teacher Burnout showed that a significant difference
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between public/ government school teachers and private SDA school teachers existed for
this variable, where public/ government school teachers had significantly higher Teacher
Burnout than private SDA school teachers. Ferreira and Martinez (2012) found that
similar to the results of this research public school teachers were significantly more burnt
out than their private school counterparts in Emotional Exhaustion.
John (2010) reported that despite adequate performance, when teachers are
unrewarded, they can experience higher burnout levels. This may have been the
foundational reason for public/government teachers experiencing higher levels of burnout
compared to private SDA school teachers. Given the global pandemic and the sacrifices
teachers have been asked to make, the rewards for them may not been sufficient. Within
private SDA schools teachers experienced a longer time away from the classroom in the
initial global COVID-19 pandemic as those schools sought to equip teachers and students
with needed resources. This could have been viewed as a reward because teachers had
more time to adjust and prepare for the sudden transition. This time away allowed
teachers the opportunity to acquire the appropriate resources needed for the transition, so
they could have functioned with a greater sense of efficiency. While this was not a
written policy, it was the general position within the SDA private school community both
in Trinidad and Tobago, and Michigan, US.
Other reasons that public/government schools’ teachers may have higher levels of
burnout than private SDA school teachers according to Blazer (2010) may be as a result
of increased levels of neuroticism among leadership, poor relationship with school
administration, little or no opportunity for career advancement, acknowledgment of little
professional prestige and seniority in teaching profession. Öztürk et al. (2021) stated that
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teachers in private schools usually have greater leverage on what they teach and how it is
delivered. They suggested that teachers were not as stifled by bureaucracy and difficult
working environments. It was felt that in religious private schools a greater sense of
community existed because of the shared religious beliefs and practices. These common
values may have resulted in greater sharing of the workload and reduction in Teacher
Burnout.
Somech and Miassy-Maljak (2003) stated that religion serves to mediate between
stress and one’s health. They shared that religion helps individuals to process negative
situations and cope with the results of negative outcomes. This suggests that teachers in
private SDA schools may have been able to cope better with the negative effects of the
teaching environment because of their religious beliefs. In addition, SDA teachers have
the support of personal growth with free post-graduate education along with time off to
complete the program. This makes teachers feel rewarded for their service and again
results in lower levels of Teacher Burnout.
Teacher Burnout and School Culture was measured for Hypothesis 1e. The results
revealed that when teachers felt their schools had strong School Culture and Sense of
Community they had significantly lower Teacher Burnout. Additionally, lower levels of
Emotional Exhaustion burnout were significantly correlated to higher levels of Sense of
Community, Task Culture and School Culture. It was also observed that significantly
higher Depersonalization burnout resulted in a lower Sense of Community and School
Culture. By extension, higher levels of Depersonalization burnout resulted in
significantly higher levels of Bureaucracy. While these relationships were significant, it
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must be noted that all correlations were considered weak. Therefore, the meaningfulness
of these relationships must be further investigated.
Öztürk et al. (2021) reported that like the data from this research, teachers in
schools with better support systems and more successes showed lower levels of
Emotional Exhaustion and Depersonalization. However, teachers from schools with a
stronger bureaucratic culture had significantly higher burnout levels. Additionally, based
on Friedman’s (1991) research teachers also experience more burnout when School
Culture is lower because these environments tend to be more demanding on educational
goals (stressing on academic skills and discipline), teaching techniques, administration
(high levels of hierarchy), and poor physical environments. When teachers feel they are
part of a shared community with common core values and standards burnout is reduced.
While these are possible explanations for these results further research is needed to
explore this phenomenon.
Transactional Factors
Hypothesis 1f was tested using the Welch’s Test for Unequal Variances to assess
whether teachers who use technology more will have higher Teacher Burnout. The
results revealed that while differences between teachers who used technology in their
classrooms and teachers who did not use technology in their classrooms on Emotional
Exhaustion and Depersonalization were noted, these differences were not statistically
significant.
The differences in Technology Use for Teacher Burnout showed that no
significant difference between teachers who used technology in their classrooms and
teachers who did not use technology in their classrooms existed. The results generated
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directly contradict Steele (2019). Steele (2019) showed that individuals who used
technology more, had greater satisfaction with its use, but ironically also showed higher
levels of burnout. The results of this study may have been different from previous studies
because, 96% (185 participants) of teachers used technology in their classroom with an
average daily usage of approximately 4 hours, while 86% of the teachers surveyed felt
confident in their knowledge of how to use technology. Only four percent of the
participants did not use technology. Given this disparity in the size of the two groups
being compared the differences in group size may have affected the outcome.
Additionally, Panisoara et al. (2020) posited that Teacher Burnout and
technostress were mediated by motivation. As such, it may be safe to say that for this
research the participants may have been equally motivated to use technology given the
pandemic restrictions that were in place globally in regard to education. Since school was
being delivered virtually Technology Use became the primary tool for education.
When testing Hypothesis 1h, that teachers with high Teacher Self-Efficacy will
have lower burnout scores than teachers with low Teacher Self-Efficacy. By extension,
higher levels of Depersonalization, Emotional Exhaustion were significantly related to
lower levels of Teacher Self-Efficacy. These results contradicted Seifalian and
Derakhshan (2018) who stated that higher Teacher Self-Efficacy resulted in higher
Teacher Burnout for Iranian teachers of English Related Academic Degrees. However,
the results of this research were supported by Shakeel et al. (2021) who also found that
increased levels of Teacher Self-Efficacy lowered the chance of Teacher Burnout. The
results of this study may have been similar to Shakeel et al. (2021) because higher levels
of Teacher Self-Efficacy according to Öztürk et al. (2021) comes from increased
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competence in an individual’s ability to plan, organize and execute professional tasks.
This in turn reduces the stress of the job and may result in lower levels of Teacher
Burnout. While the results do support some of the literature that exists, it must be noted
that the meaningfulness of these results are questionable. The effect sizes of the
correlations were small, indicating that though these relationships exist their
meaningfulness is very limited.
Research Question 2
Fiorilli et al. (2019) found that higher levels of teachers’ trait EI (emotionality,
sociability, well-being, and self-control) was associated with lower levels of burnout
(personal, work-related, and student-related). This research question sought to answer the
question: Can emotional intelligence predict Teacher Burnout for teachers in public and
private schools? A simple linear regression was used, and the model generated showed
that Emotional Intelligence could significantly predict Teacher Burnout. The relationship
for this prediction was a positive one. This indication suggests higher EI for the sampled
individuals resulted in higher levels of Teacher Burnout. Emotional Intelligence
accounted for approximately 5% of the variance in Teacher Burnout. Vaezi and Fallah
(2011) also indicated in their results EI significantly predicted Teacher Burnout with R2 =
0.41, indicating that 41% of the variance in burnout was explained by EI. However, the
effect size of this research indicates that the meaningfulness of these results are very
small (see Chapter 4). More studies must be conducted to make definitive explanations.
However, this predictability may be possible because EI is directly linked to
Emotional Exhaustion burnout as was noted in earlier exploration of Hypothesis 1g.
However, given that the sampled teachers were already experiencing higher stress levels
151

due to the changes brought on by the global COVID-19 pandemic. As such when this
data was collected teachers were already immersed in a rapidly changing education
system. Teachers were experiencing weekly changes in education delivery (from remote
to face-to-face and vice versa), irregular attendance of students and increased
distractibility. However, teachers were also affected by the financial fallout from the
global pandemic with increased food and living expenses. These factors could have
contributed to the level of predictability that was revealed in this research, where higher
EI resulted in higher Teacher Burnout.

Research Question 3
Research question 3 sought to find out which factor (individual, organizational or
transactional) is most highly correlated with overall burnout. A stepwise linear regression
showed that organizational factors (School Culture and School Type) could significantly
predict Teacher Burnout. The results indicated that higher scores on organizational
factors could predict lower Teacher Burnout. This model generated an R²=0.13,
indicating that 13% of the variance can be explained by this model. This finding like
most of the findings from this research indicate that the meaningfulness of these results
are limited because of the small effect size.
Mahmoodi-Shahrebabak (2019), Ghanizadeh and Jahedizadeh (2015) and Schwab
et al. (1987) suggested that deteriorating School Culture, conflict between teachers’ roles,
lack of administrative support, excessive paperwork and lack of clarity for the various
roles’ teachers are required to perform, are all considered contributing organizational
factors that cause teachers to burnout and provides a possible explanation for the
significance of the results. The factors highlighted by Mahmoodi-Shahrebabak (2019),
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Ghanizadeh and Jahedizadeh (2015) and Schwab et al. (1987) are clearly seen in the
education systems from which the sampled teachers were chosen. These factors, when
compounded with the necessary steps taken by institutions and academic administrations
given the global COVID-19 pandemic, could certainly be the reason why organizational
factors stood out as having the greatest effect on Teacher Burnout.

Conclusion
The main aim of this study was to investigate Teacher Burnout and its
interactions with individual factors (Gender, Years of Experience, Emotional Intelligence,
Nationality), organizational factors (School Type, School Culture), and transactional
factors (Technology Use, Teacher Self-Efficacy) in Trinidad and Tobago and the United
States. Given this primary aim a number of conclusions can be made from this research
study. However, it must be noted that these conclusions are not definitive since according
to Coe (2002) an effect size of 0.2 is considered small and most of the results from this
study fell within that range. This makes it clear that more extensive research is needed in
order to make stronger conclusions.
An interesting conclusion drawn from this research has to do with the fact that
Teacher Burnout within private SDA and public/government schools in Trinidad and
Tobago and Michigan, US exists empirically. The data indicated that Teacher Burnout
was affected most as a result of organizational factors (School Culture and School Type).
These organizational factors were largely impacted by levels of School Culture. This
leads one to conclude that teacher burnout is largely related to the environment the
teacher works in rather than, the teacher’s biological and individual properties.
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Stoll (1998) suggested that a school’s culture can be defined as a school’s shared
beliefs and assumptions, that are used to operate and manage the institution. It is
influenced by the school's administration and staff. School Culture according to Stoll
(1998) serves as the lens through which a school is viewed and defined by its community.
The School Culture Scale (SCS) consisted of four subscales: Support, Success,
Bureaucracy and Task Culture.
Schools with school cultures that had more bureaucratic policies within their
administration and offered little to no support to their teachers were found to have
teachers with significantly higher teacher burnout. When teachers felt supported, they
appeared to do better at their jobs. It is therefore clear that Teacher Burnout is affected
most significantly by the environments that the teachers are placed in, rather than
intrinsic factors that teachers possess.
Another conclusion that drawn was public/government school teachers had
significantly higher Emotional Exhaustion than their private SDA school teacher
counterparts. This may have resulted as teachers in private schools usually have greater
leverage on what they teach and how it delivered. Teachers in private schools experience
less restrictions as a result of governmental and administrative bureaucracy, resulting in
less difficult working environments. Somech and Miassy-Maljak (2003) shared that
religion helps individuals to process negative situations and cope with the results of
negative outcomes. This suggests that teachers in private SDA schools may be able to
better cope with the negative effects of the teaching environment because of their
religious beliefs. By extension, religious private schools have a greater sense of
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community because of the shared religious beliefs and practices. These common values
create greater sharing of the workload and reduction in Teacher Burnout.
Interestingly, Teacher Burnout was also significantly related to an individual
teacher’s emotional intelligence. However, contrary to Fiorilli et al. (2019), Vaezi and
Fallah (2011), Pishghadam and Sahebjam (2012) and Martínez-Monteagudo et al. (2019),
it was noted that higher Teacher Burnout was found in teachers with higher Emotional
Intelligence. The fact that teachers had to cope with the immediate transition to online
learning with no preparation or adequate support from administrators as a result of the
global COVID-19 pandemic is a plausible reason for this finding. Teacher mentoring was
also at an all-time low, because worldwide, all teachers were experiencing the same
sudden changes and were struggling to cope. As such, if a shift in the global pandemic is
experienced, a change in these results may be seen.

Implications of the Study
Colomeischi (2015) reported that while there seems to be perceived social
pressure to every professional category, teachers experience more and more the need to
cope with various increasing demands of uncertainty within society. As a result, teachers
could experience higher than normal levels of emotional stress, feelings of inadequacy,
decrease in enthusiasm, and lack of reward.
The findings of this research would be most beneficial to teachers and school
personnel since it provides empirical knowledge in specific areas that affect Teacher
Burnout. The data allows persons interacting with this study to see the impact of Teacher
Burnout on issues such as School Type, and School Culture. School administrators would
also benefit from the results of the study as they can aim to set up appropriate measures
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to motivate teachers through creating better School Culture. Since organizational factors
had the greatest impact on Teacher Burnout, school administrators should pay special
attention to the levels of support, bureaucracy and success that they create for their
teachers. Their role in creating positive educational climates is pivotal for both teachers
and students.
Additionally, the findings from this research increased the body of literature
regarding Teacher Burnout significantly despite the sample size. Given the reliability and
validity for the instruments along with results of the confirmatory factor analysis, the data
collected is of acceptable quality. This study provides insight into a country in the global
south, where research is very difficult to come by. This body of research also provides
comparative evidence for countries in global north and south. This is significant because
the data provides evidence that Teacher Burnout exists in countries that are different. It
shows that Teacher Burnout serves as a unifying factor that teachers share despite
geographical location. The results of this study also showed that Michigan teachers
experienced more Teacher Burnout than their Trinidad and Tobago colleagues. This begs
one to question whether these differences are solely based on the teachers’ ability to cope
with the effects of the COVID-19 pandemic or some other factors. This research study
will therefore add a dimension that very few studies have captured.
Another implication of this study suggests that more supports are needed for
teachers in their early careers. The data from this study indicated that teachers with less
experience had significantly higher teacher burnout. These higher burnout levels may
have resulted from lack of appropriate mentoring as teachers transitioned to the online
platform during the global COVID-19 pandemic. It is then imperative that teachers
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receive appropriate mentorship and support, along with the necessary training whenever
significant changes in the way teachers do their jobs are done.

Suggestions for Future Research
The first suggestion for future research is the fact that a longitudinal study on
Teacher Burnout would be beneficial. Limited longitudinal studies exist on this subject,
and it would shed greater light on specific causes of Teacher Burnout since changes can
be tracked. According to Snowden et al. (2015) a longitudinal study can provide details
of the impact of specific variables on the progression of Teacher Burnout. A longitudinal
study would provide information on the changes of teaching practice as teachers
transition out of the global pandemic.
Secondly, this study demonstrated that teachers with higher emotional intelligence
also had higher Teacher Burnout. This finding is significant because the teachers
sampled, though they are high in emotional intelligence are still experiencing higher
Teacher Burnout. So, despite the fact that teachers are knowledgeable about their
emotions, are able to control their emotions and recognize the emotions of others they are
still struggling. It is imperative then that greater investigation into what motivates
teachers be done.
Thirdly, a more extensive study should be done to explore the reasons why
Michigan teachers had greater burnout than Trinidad and Tobago teachers; and why
private SDA school teachers had lower burnout scores than public/government school
teachers. These types of results can also produce a more focused model of Teacher
Burnout and it causes. This is important because if these reasons can be identified,
appropriate strategies can be employed to avoid burnout in teachers.
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Limitations
This study was delimited to teachers in private and public/government schools in
Trinidad and Tobago and the state of Michigan in the United States. As a result of this
delimitation, the sample gathered may not fully represent all teachers in the chosen
countries. This can therefore affect the generalization of the research results.
Additionally, teachers are usually busy and overwhelmed by their job and family
life. As a result, their willingness to participate in research was not forthcoming and
served as a limitation. This resulted in approximately 2000 surveys being sent out, with
197 participants completing the instrument after three months. This limitation also
affected the type of analysis that could have been performed. To answer some research
questions multivariate analysis was needed and due to the lack of required numbers to
populate various cells this analysis was affected.
Another limitation of this study was the fact that due to the COVID-19 pandemic
that exists worldwide, schools were operating without high levels of consistency. This
was an issue because the level of access to schools and in turn access to teachers was
very limited. This resulted in difficulty to collect the data required. This resulted in
limited sample differences seen in the Gender and Technology Use.
Finally, this research was limited to self-reports. Since self-reports allow the
respondents to provide self-rated responses, their responses can be biased to appear more
favorable in the eyes of the researcher. This can therefore affect the accuracy of the data
collected and the trustworthiness of the results (Demetriou et al., 2015).
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APPENDIX A
INSTRUMENT
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Burnout and its interactions with Individual, Organizational and Transactional
Factors Survey
Principal Investigator: Carla Copeland-Joseph, Ed.S.
PURPOSE OF THE STUDY
The purpose of this study is to investigate Teacher Burnout and its interactions with
individual factors (Gender, Years of Experience, Emotional Intelligence, Nationality),
organizational factors (School Type, School Culture), and transactional factors
(Technology Use, Teacher Self-Efficacy) for teachers in Trinidad and Tobago and the
state of Michigan in the United States.

WHAT IS EXPECTED
To be in this study, you must be a registered teacher in Trinidad and Tobago, or a
licensed teacher with the state of Michigan, USA. In addition, you must be a teacher in a
public/ government/ denominational or private Seventh-Day Adventist school. If you
agree to participate, you were forwarded to take part in the survey. This survey will take
approximately 15 to 20 MINUTES to complete.

RISKS INVOLVED
The risk of participation in this study is minimal, because there is no risk of criminal
punishment, possible loss of financial gain, or damage to your employment status or
employability.

YOUR RIGHTS AS A SUBJECT
Participation in this study is voluntary. You are free to participate or withdraw your
participation from the study at any time, without penalty.

This survey is anonymous and identification markers will NOT be used without
additional permission. All information shared was treated with strictest confidentiality.
All submissions will be password protected and only the principal investigator will have
access to it. No identifying markers will be used in the publication of the results of the
study.

BENEFITS TO YOU
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Once you have completed the survey in its entirety you will be eligible to win one (1) of
four (4) US $50 Amazon gift cards. Your entry into the draw was by your choice and
your email address was required so you can be contacted if you win. Your email address
will not be used for any other purpose than for contacting you if you have won one of the
gift cards.

1. Do you wish to participate in the study?
Yes
No
2. If you answered yes to question 1, are you a teacher in a public/ government/
denominational or private Seventh-Day Adventist school?
Yes
No

Section 1: TEACHER BURNOUT
Indicate how frequently the following statements apply to you and add the points
indicated on top of the respective box:
0 = Never
1 = At least a few times a year
2 = At least once a month
3 = Several times a month
4 = Once a week
5 = Several times a week
6 = Every day
Never
Every day
↓
↓

01 – I feel emotionally exhausted because of my work
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0 1 2 3 4 5 6

02 – I feel worn out at the end of a working day
03 – I feel tired as soon as I get up in the morning and see a new
working day stretched out in front of me
04 – I can easily understand the actions of my colleagues/supervisors
05 – I get the feeling that I treat some clients/colleagues
impersonally, as if they were objects
06 – Working with people the whole day is stressful for me
07 – I deal with other people’s problems successfully
08 – I feel burned out because of my work
09 – I feel that I influence other people positively through my work
10 –I have become more callous to people since I have started doing
this job
11 – I’m afraid that my work makes me emotionally harder
12 – I feel full of energy
13 – I feel frustrated by my work
14 – I get the feeling that I work too hard
15 – I’m not really interested in what is going on with many of my
colleagues
16 – Being in direct contact with people at work is too stressful
17 – I find it easy to build a relaxed atmosphere in my working
environment
18 – I feel stimulated when I been working closely with my
colleagues
19 – I have achieved many rewarding objectives in my work
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20 – I feel as if I’m at my wits end
21 – In my work I am very relaxed when dealing with emotional
problems
22 – I have the feeling that my colleagues blame me for some of their
problems

Section 2: EMOTIONAL INTELLIGENCE
Instructions: Please answer each statement below by selecting ONE number that best
reflects your degree of agreement or disagreement with that statement.
Do not think too long about the exact meaning of the statements. Work quickly and try to
answer as accurately as possible. There are no right or wrong answers.
There are seven possible responses to each statement ranging from ‘Completely
Disagree’ (number 1) to ‘Completely Agree’ (number 7).
1.........2..........3..........4..........5..........6..........7
Completely

Completely

Disagree

Agree

1 2 3 4 5 6 7
01 - Expressing my emotions with words is not a problem for
me.
02 - I often find it difficult to see things from another person’s
viewpoint.
03 - On the whole, I’m a highly motivated person
04 - I usually find it difficult to regulate my emotions
05 - I generally don’t find life enjoyable
06 - I can deal effectively with people
07 - I tend to change my mind frequently
08 - Many times, I can’t figure out what emotion I'm feeling
09 – I feel that I have a number of good qualities.
10 - I often find it difficult to stand up for my rights.
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11 - I’m usually able to influence the way other people feel
12 - On the whole, I have a gloomy perspective on most things
13 - Those close to me often complain that I don’t treat them
right
14 - I often find it difficult to adjust my life according to the
circumstances.
15 - On the whole, I’m able to deal with stress.
16 - I often find it difficult to show my affection to those close
to me.
17 - I’m normally able to “get into someone’s shoes” and
experience their emotions
18 - I normally find it difficult to keep myself motivated
19 - I’m usually able to find ways to control my emotions when
I want to.
20 - On the whole, I’m pleased with my life.
21 - I would describe myself as a good negotiator.
22 - I tend to get involved in things I later wish I could get out
of.
23 - I often pause and think about my feelings.
24 - I believe I’m full of personal strengths.
25 - I tend to “back down” even if I know I’m right.
26 - I don’t seem to have any power at all over other people’s
feelings
27 - I generally believe that things will work out fine in my life.
28 - I find it difficult to bond well even with those close to me
29 - Generally, I’m able to adapt to new environments.
30 - Others admire me for being relaxed.

Section 3: SCHOOL CULTURE SCALE
Instructions: Specify the extent to which the expressions on the scale define the school
you work for by circling one of the numbers 1 through 5.
1-Never
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2- Rarely
3-Sometimes
4-Mostly
5-Always
1 2 3 4 5
1 - Doing the work set out in the curriculum is a top priority.
2 - It is essential to work to be "better" than other schools.
3 - The aim is to do the right thing the first time.
4 - Enough effort is made to achieve the goals of the school.
5 - Technological advancements are followed.
6 - Everyone works for the academic success of the students.
7 - People love each other.
8 - Being senior means being privileged.
9 - Everyone can express their opinions about the institution clearly.
10 - Various opportunities are provided for professional development.
11 - Employees share their joy and sadness.
12 - Hierarchies are given importance.
13 - Drastic measures are taken against rule violations.
14 - Supervisors often remind you to follow the rules.
15 - There is strict supervision to prevent irregularities.
16 - One person has the final say.
17 - Working for professional purposes is an admirable act.
18 - People are valued.
19 - There is an authoritarian sense of governance.
20 - There are a lot of meetings about what needs to be done.
21 - Successful teachers and students are rewarded.
22 - The ultimate reward is to get the job done.
23 - No one wants to contradict management.
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24 - Personal feelings and thoughts are shared.
25 - Everyone gets paid for doing their job well.
26 - The consequences are sometimes debatable.
27 - Everyone respects each other's ideas and opinions.
28 - Personal knowledge and abilities are respected.
29 - Relationships between people are official.

Section 4: TEACHER SELF-EFFICACY
Instructions: This questionnaire is designed to help us gain a better understanding of the
kinds of things that create difficulties for teachers in their school activities.

Please indicate your opinion about each of the statements below by choosing ONE of the
following responses:
1- Nothing
2
3- Very Little
4
5- Some Influence
6
7- Quite A Bit
8
9- A Great Deal
1 2 3 4 5 6 7 8 9
1 - How much can you do to control disruptive behavior in the
classroom?
2 - How much can you do to motivate students who show low
interest in schoolwork?
3 - How much can you do to get students to believe they can do
well in schoolwork?
4 - How much can you do to help your students value learning?
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5 - To what extent can you craft good questions for your
students?
6 - How much can you do to get children to follow classroom
rules?
7 - How much can you do to calm a student who is disruptive
or noisy?
8 - How well can you establish a classroom management
system with each group of students?
9 - How much can you use a variety of assessment strategies?
10 - To what extent can you provide an alternative explanation
or example when students are
confused?
11 - How much can you assist families in helping their children
do well in school?
12 - How well can you implement alternative strategies in your
classroom?

Section 5: DEMOGRAPHICS
1. Gender:
Male
Female
Other ________________

2. What country do you teach in?
Trinidad and Tobago
United States of America

3. How many years have you been a teacher?
___________________________________________
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4. What type of school do you teach in?
Public/ Government/ Denominational
Private Seventh-Day Adventist School
5. Do you use technology in the classroom?
Yes
No
5a. If you answered yes to question 5, How many hours per day do you use
technology to
prepare for your class/es?
_________________________________________________
6.

Do you feel confident with your knowledge of how to use technology?
Yes
No

Section 6: AMAZON DRAW
1. Do you wish to enter your email address for a chance to win one (1) of four (4),
US $50 Amazon gift cards?
Yes
No

1a. If you answered yes to question 1, please share your email address if you would
like an opportunity to win a $50 Amazon gift card.
____________________________________
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Participation Email
Dear Invitee,
My name is Carla Copeland-Joseph. I am a doctoral student at Andrews University’s
School Psychology Program. I am kindly requesting your participation in a doctoral
research study that I am conducting titled: A comparative study of teacher burn-out in
private Seventh-day Adventist and public schools in Trinidad/Tobago and Michigan,
USA. The intention is to investigate Teacher Burnout and its interactions with individual
factors (gender, teacher’s years of experience, emotional intelligence, nationality),
organizational factors (School Type, School Culture), and transactional factors (use of
technology, Teacher Self-Efficacy) for teachers in Trinidad and Tobago and the state of
Michigan in the United States.
The study involves completing the Burnout and its interactions with Individual,
Organizational and Transactional Factors Survey.
Participation is completely voluntary, and you may withdraw from the study at any time.
The study is completely anonymous; therefore, it does not require you to provide your
name or any other identifying information. However, if you wish to be included in the
random draw for one (1) of two (2) $50 Amazon gift cards, your email address was
required upon completion of the survey. Your email address will only be used to contact
you if you should win.
If you would like to participate in the study please click the survey link at the end, read
the informed consent and choose to participate.
Your participation in the research was of great importance to assist teachers since it
would provide knowledge in specific areas that would help prevent the harmful effects of
Teacher Burnout. School administrators would also benefit from the results of the study
to set up appropriate measures to motivate teachers and meet the required professional
needs so they can advance in their chosen careers.
Thank you for your time and participation.
Link to Research Questionnaire:
https://docs.google.com/forms/d/e/1FAIpQLSeNakCtZEW3CuW4ThjaKrYZ_QYh
X69xexo7rKY60dhWFYnk4w/viewform?usp=sf_link
Sincerely,
Carla Copeland-Joseph, M.A. M.Sc Ed.S, Doctoral Student, Andrews University
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Informed Consent
You are being invited to participate in a research study titled “A comparative study of
teacher burn-out in private and public schools in Trinidad/Tobago and Michigan, USA”.
This study is being done by Carla Copeland-Joseph from Andrews University. You were
selected to participate in this study because you are a registered teacher in Trinidad and
Tobago, or a licensed teacher with the state of Michigan, USA. In addition, you must be a
teacher in a public/ government/ denominational or private Seventh-day Adventist
school.
The purpose of this research study is to investigate Teacher Burnout and its interactions
with individual factors (gender, teacher’s years of experience, emotional intelligence,
nationality), organizational factors (School Type, School Culture), and transactional
factors (use of technology, Teacher Self-Efficacy) for teachers in Trinidad and Tobago
and the state of Michigan in the United States. If you agree to take part in this study, you
were asked to complete an online survey/questionnaire. This survey/questionnaire will
compare teacher burn-out in private and public schools in Trinidad/Tobago and
Michigan.
You may benefit from this research as the results would provide knowledge in specific
areas that would help prevent the harmful effects of Teacher Burnout.
We believe there are no known risks associated with this research study, however, as with
any online related activity, the risk of a breach of confidentiality is always possible. To
the best of our ability your answers in this study will remain confidential. We will
minimize any risks by ensuring the data is password protected and only the primary
researcher would have access to the completed questionnaires.
Your participation in this study is completely voluntary and you can withdraw at any
time. You are free to skip any question that you choose.
If you have questions about this project or if you have a research-related problem, you
may contact the researcher’s advisor, Rudolph Bailey (rbailey@andrews.edu) or the
principal researcher, Carla Copeland-Joseph (copelanc@andrews.edu). If you have any
questions concerning your welfare and rights as a research subject, you may contact the
Andrews University IRB Office at (269) 471-6361 or irb@andrews.edu
By clicking “I agree” below you are indicating that you are at least 18 years old, have
read and understood this consent form and agree to participate in this research study.
Please print a copy of this page for your records.
I agree to participate _______
I do not agree to participate _______
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Variable Name

Burnout

Conceptual
Definition

Operational
Definition

Instrumental

Burnout has been
described by
Maslach and Leiter
(2007) as a
syndrome involving
psychological
processes that result
from Emotional
Exhaustion,
Depersonalization
and diminished
Personal
Accomplishment in
the workplace.

The Maslach
Burnout InventoryEducators Survey
(MBI-ES) was used
for MBI-ES
assesses burnout by
generating scores
along the categories
of Emotional
Exhaustion,
Depersonalization,
and Personal
Accomplishment.
The MBI-ES is a
22-item self-report
questionnaire that
was constructed to
measure an
individual’s
perceived levels of
burnout. The 22
items are distributed
with Emotional
Exhaustion (9 items
referring to fatigue
and stress);
Depersonalization
(5 items covering
feeling of
indifference); and
Personal
Accomplishment (8
items referring to
feelings of
enthusiasm and
effectiveness in the
workplace). Each
item on this scale is
rated on a 7-point
Likert scale with 1
rated as ‘never’ and

Question items in
Section 1:
Questions 1-22
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Definition

Low: <55
Moderate: 56-81
High: >82

Overall Burnout
Score will range
from 22 - 154.

This variable was
used in the testing
of the following
Research
Hypotheses: 1a - h,
3a, 4a

7 rated as
‘everyday’.
The MBI-ES will
generate a total of
three scores for
each sub-area, that
was totaled to give
an extent of burnout
score.

Emotional
Exhaustion

Wright and
Cropanzano (1998),
Maslach and Leiter
(2007) and Wullur
and Werang (2020)
reported that
Emotional
Exhaustion is
considered to be a
long lasting state of
physical and
emotional drainage
as a result of
elevated job
expectations,
personal demands
and stress.

MBI-ES was used
to assess Emotional
Exhaustion. 9 items
from the scale will
measure Emotional
Exhaustion. Each
item on this scale is
rated on a 7-point
Likert scale with 1
rated as ‘never’ and
7 rated as
‘everyday’.

Cronbach’s alpha
for Emotional
Exhaustion is 0.90.

Question Items in
Section 1: questions
01. 02. 03. 06. 08.
13. 14. 16. 20
Low: < 27
Moderate: 27 - 45
High: > 45

Total Emotional
Exhaustion Score
will range from 9 63

This variable was
used in the testing
of the following
Research
Hypotheses: 2a - 3
Depersonalization

The concept of
Depersonalization
as defined by
Mealer et al. (2016)
is considered to be
an attitude of
indifference toward
one’s work. They

MBI-ES was used
to assess
Depersonalization.
5 items from the
scale will measure
Depersonalization.
Each item on this
scale is rated on a
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Question Items in
Section 1: questions
05. 10. 11. 15. 22
Low: < 15
Moderate: 15 - 25
High: > 25

Personal
Accomplishment

Emotional
Intelligence

identified
Depersonalization
characteristics as
negative or callous
behaviors that are
seen as individuals
interact with their
colleagues.

7-point Likert scale
with 1 rated as
‘never’ and 7 rated
as ‘everyday’.

Zhao and Ding
(2019) have
postulated that
diminished
Personal
Accomplishment as
evidenced in
burnout syndrome
is in reality a
reduced sense of
personal
achievement.
Personal
Accomplishment
burnout was viewed
as a decrease in
one’s belief in their
work ability, lack of
satisfaction with
one’s self, along
with decreased
value in tasks
undertaken.

MBI-ES was used
to assess Personal
Accomplishment. 8
items from the scale
will measure
Personal
Accomplishment.
Each item on this
scale is rated on a
7-point Likert scale
with 1 rated as
‘never’ and 7 rated
as ‘everyday’.

Pertrides (2009)
conceptualizes trait
EI as a product of
the interactions
between

The construct of
Question Items in
Emotional
Section 2: questions
Intelligence was
1-30.
found in Section 2
and it was measured

Cronbach’s alpha
for
Depersonalization
is 0.79.

The Cronbach’s
alpha for Personal
Accomplishment is
0.71
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Total
Depersonalization
Score will range
from 5 - 35

This variable was
used in the testing
of the following
Research
Hypotheses: 2a - 3

Question Items in
Section 1: questions
04. 07. 09. 12. 17.
18. 19. 21
Low: < 33
Moderate: 34 - 39
High: > 40

Total Personal
Accomplishment
score will range
from 8 - 56.

This variable was
used in the testing
of the following
Research
Hypotheses: 2a - 3

emotionality, selfcontrol, sociability
and well-being.

through the use of
the Trait Emotional
Intelligence
Questionnaire Short
Form (TEIQue-SF)
(Petrides, 2009).
The TEIQue-SF is a
30-item instrument
where items were
selected based on
correlations of
items and
corresponding total
factor scores. The
items response scale
is a 7 point Likert
scale with 1
representing
strongly disagree
and 7 representing
strongly agree.

Total EI will range
from 30 - 210.

This variable was
used in the testing
of the following
Research
Hypotheses: 1g, 4a

The Cronbach’s
alpha for the
TEIQue - shortened
version is 0.7.
School Type

The specific
category of school
the teacher works
in.

Responses
categorized as
nominal:
Public/
Government/
Denominational: 1
Private: 2

School Culture

Stoll (1998)
suggested that a
school’s culture can
be defined as a
school’s shared

Section 5:
Question 4

This variable was
used in the testing
of the following
Research
Hypotheses: 1d, 2b

The construct of
Section 3: Items 1School Culture was 29
found in Section 3
and it was measured
through the use of
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beliefs and
assumptions, that
are used to operate
and manage the
institution.

the School Culture
Scale (SCS) (Terzi,
2005). The SCS is a
29-item instrument.
The item's response
scale is a 5 point
Likert scale with 1
representing never
and 5 representing
always.

Total School
Culture Score will
range from 17 - 85
Low: < 39
Moderate: 39 - 62
High: > 62

This variable was
used in the testing
of the following
The Cronbach’s
alpha for the School Research
Hypotheses: 1e, 2c
Culture Scale is
0.85.
Technology Use

Teacher SelfEfficacy

For the purpose of
this research use of
technology will
encompass any
teacher interaction
with objects that are
digitally based.

Responses
categorized as
nominal:

Section 5:

No: 2

This variable was
used in the testing
of the following
Research
Hypotheses: 1f, 2e

Teacher SelfEfficacy from a
social cognitive
foundation, is
defined as an
individual’s belief
in their ability to
plan, organize and
execute
professional tasks.

The Teacher’s
Sense of Efficacy
Scale- Short form
(TSES-SF) was
used to assess
Teacher SelfEfficacy in Section
4 of the instrument.
It consists of 12
with three
combined
subscales- efficacy
for student
engagement,

Question Items in
Section 4: 1 - 12

Questions 5, 6

Yes: 1
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Low: < 30
Moderate: 30 - 74
High: > 74

Total Teacher SelfEfficacy Score will
range from 12 108.

efficacy for
instructional
strategies, and
efficacy for
classroom
management- from
the original TSES.
The TSES-ES is
rated by a 9-point
scale ranging from
‘1’ being’ nothing’
to ‘9’ ‘a great deal’.
Higher scores on
the TSES-SF
indicates better
Teacher SelfEfficacy.

This variable was
used in the testing
of the following
Research
Hypotheses: 1h

The Cronbach’s
alpha for the TSESSF is 0.87.
Teaching
Experience

The number of
Responses
Section 5:
years a teaching has categorized as ratio:
Question 3
been in practice.
Specific numbers in
years was recorded. Late: > 10: 1
Mid-term: 6 - 10
years: 2
New: < 5 years: 3

This variable was
used in the testing
of the following
Research
Hypotheses: 1b, 2d
Nationality

The specific
location of teachers
within the study.

Responses
categorized as
nominal:

Section 5:
Question 2

Michigan, US: 1
This variable was
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Trinidad & Tobago: used in the testing
2
of the following
Research
Hypotheses: 1c
Gender

Individual Factors

The specific
societal sexual
identity the teacher
chooses.

Responses
categorized as
nominal:

Section 5:
Question 1

Male: 1

Individual factors
are characteristics
that are unique to
each person. These
factors can include
age, weight, gender,
address, socioeconomic status,
and job title among
others. For the
purpose of this
research individual
factors would
include teachers’
gender, years of
teaching
experience,
emotional
intelligence and
nationality.

Female: 2

This variable was
used in the testing
of the following
Research
Hypotheses: 1a, 2a

Responses was the
sum of the
following
responses:

Total Individual
Factors Score was
the sum of Gender,
Years of Teaching
Experience
Categorical,
Emotional
Intelligence
Categorical and
Nationality. The
scores will range
from 4 - 10

Gender:
Male: 1
Female: 2

Years of Teaching
Experience
Categorical:
> 10 years: 1
6 - 10 years: 2
< 5 years: 3

Emotional
Intelligence
Categorical:
30 - 90: 1
91 - 150: 2
151 - 210: 3
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This variable was
used in the testing
of the following
Research
Hypotheses: 3a

Nationality:
Michigan, US: 1
Trinidad & Tobago:
2

Organizational
Factors

Transactional
Factors

Organizational
factors are
considered to be
specific objectives
that are shared by a
common group of
persons, within the
same environment.
Some
organizational
factors can be
physical, behavioral
or abstract. (Sheaff,
et al., 2004) For the
purpose of this
research
organizational
factors will include
School Type and
School Culture.

Responses was the
sum of the
following
responses:

Transactional
factors are
considered to be
components that
possess both
individualistic and
organizational
characteristics.
Technology usage
and Teacher SelfEfficacy will
represent
transactional factors

Responses was the
sum of the
following
responses:

School Type:

Total Organization
Factors Score was
the sum of School
Type and School
Culture. The scores
will range from 2 5

Public: 1
Private: 2

School Culture
Categorical:

This variable was
used in the testing
of the following
Research
Hypotheses: 3a

29 - 70: 1
71 - 110: 2
111 - 145: 3

Technology Usage:
Scores from 2 - 4

Teacher SelfEfficacy
Categorical:
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Total Organization
Factors Score was
the sum of
Technology Usage
and Teacher SelfEfficacy
Categorical. The
scores will range
from 3 - 7.

The variable was
used in Research

for the purpose of
this research.

< 30: 1

Hypothesis

30 - 74: 2
> 74: 3
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This variable was
used in the testing
of the following
Research
Hypotheses: 3a
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